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Art + Psychology:
How the Brain Revolutionizes and Transforms
the Arts

High School Art Curriculum Rationale

Georgi Beck
Northern Illinois University
Dr. Richard Siegesmund

Introduction:
Art and Psychology: How the Brain Revolutionizes and Transforms the Arts, a high
school art curriculum, explores how the theories of psychology can be applied and adapted to an
art class and create a critical educational experience for students. The human brain is something
that sets the human species apart from any other creature on the planet. Visual experiences play
a significant role of cognitive development that affects human’s biophysical responses,
motivations, and social interaction. Historically the arts have been used to tell the story of
humanity, document the values and morals of society, and bring people together in shared
experience. These arts have been created through the artist’s brain that make decisions about
what is going to be created based on the cultural values, the social atmospheres, and the
knowledge of art and science. Understanding how the brain reacts and processes to the world
around it opens up a doorway for discussion, critical thinking, and individual exploration. The
focus of this curriculum is to understand how the brain reacts and processes to the world around
it through art, which opens up a doorway for discussion, critical thinking, and individual
exploration. The process of creating visual narratives and discovering the interrelationship
between psychology/cognitive psychology and visual art help students build the technical skills
in art media, cultivate the ability of critical voice, and develop the sense of identity within a
larger world that high schoolers will soon be entering.
According to Shernoff, Csikszentmihalyi, Schneider, & Steel Schernoff (2003), “With
respect to instructional relevance, students are more likely to become engaged with authentic
academic work that intellectually involves them in a process of meaningful inquiry to solve real
life problems that extend beyond the classroom” (p.2). Students have the shared experience of
having a five-pound mass of brains within their skulls and bringing that subject into the

classroom allows for them to critically examine the most complex and unique organ that exists in
the animal kingdom. This curriculum is most suited for high school students due to their ability
to delve into these complex subjects. This curriculum is designed to teach students how the
inner workings of their brain influence every decision they make including individual choice,
societal interactions, approach to everyday decisions, underlying reactions shaped by society,
and how the basic underlying structures that exist within all animals influence the gut reaction to
the world around it. Students at the High School level are more capable of grasping higher level
concepts; Issues of ethics, morality, and real versus possible situations are such intangible
concepts that high schoolers are capable of approaching due to their cognitive development at
this age (Oswalt 2019). The biggest and most complex tool at their disposal in education is their
brain and understanding it beyond the basic structures allows for students to understand
themselves and others better.
My conceptual framework, the front cover of my curriculum depicts a brain with a halo
of images that reference historical art, contemporary art, and art from visual culture. At the
bottom center of the brain is a color wheel, reference that the beginning of this entire curriculum
is based in the science of how the brain experiences art. To the left of this color wheel is a
contemporary tapestry, a tapestry loom, and a bottle of spray paint reference the mediums of the
first two lessons of unit 1. A portrait by Van Gogh, Shepard Fairey’s Hope poster, and Keith
Haring’s Tuttomondo round off unit one in which students are critically considering how artists
use the science of art to make decisions in which the viewer has a specific response to work and
begin to practice that in their work. The beginning of Unit 2, Motivation of Psychology, is
depicted by the rose, tattooed men, and flash sheet reference the flash sheet lesson in Unit 2.
This is followed by a photograph of a crumpled man by Vivian Maier, a vintage camera, a statue

of Buddha, Untitled [Head] by Basquiat, and two hands creating a pinch pot reference the
photography and ceramic project in Unit 2. President Barack Obama by Kehinde Wiley, and
Untitled (I shop therefore I am by Barbara Kruger references a dual project in which students
engage with taking portraits of themselves that express both their real and ideal selves. I Shop
Therefore I Am by Barbara Kruger, Chance the Rapper, and Elton John reference a lesson in
which student critically engage in culture created by the music industry. This framework is
presented as art oozing from the brain, to show the relationship between art and its creator, the
brain of the artist.

Viewing this conceptual framework allows for viewers to understand that

there are many historical, contemporary, and current culture influences informing, shaping, and
driving this curriculum. The title is bold and center across the brain to bring attention to the
connection of the interdisciplinary study. The aims and goals are below this brain of images in
order for people to understand the ultimate outcomes of this curriculum.
Curriculum Aims and Goals:
In Art and Psychology: How the Brain Revolutionizes and Transforms the Arts, students
will be expected to achieve aims and goals. Through the aims and goals the students will be able
to understand the purpose behind each lesson, acquire and develop skills, and gain knowledge
necessary to complete the lessons.
Aim 1: To support the development of critical voice
Aim 2: To instill concepts of individuality, acceptance, inclusion, and diversity
Aim 3: To analyze influences and changes in the visual arts in historic and
contemporary examples

Goal 1: To apply critical voice when approaching new and unfamiliar subjects

Goal 2: Constructing concepts of individuality, acceptance, inclusion, and diversity in
visual narratives
Goal 3: Analyze how society, culture, time, and place influence visual art creation and
perception

Each aim and goal correspond for Illinois Visual Learning Standards. The first aim and
goal are supported by standard VA: Re 7.1.I, “Hypothesize ways in which art influences
perception and understanding of human experiences” (Visual Arts Standards 2016). This bridges
into the artmaking practices supported by standard VA: Cr 1.2.II “Choose from a range of
materials and methods of traditional and contemporary artistic practices to plan works of art and
design” (Visual Arts Standards 2016). By developing a critical voice in discussion and
artmaking, students will be able to approach everything they will encounter on a daily basis and
not react based on societal norms, cultural expectations, and gut reaction, but in an open and
empathetic way. In order to achieve this, students will examine and discuss historic and
contemporary examples of visual art and compare and contrast their techniques, mediums,
themes and intent. Students will be able to critically and purposefully create visual artwork by
using their critical voice.
The second aim and goal are supported by standard VA: Cn 11.1.I, “Describe how
knowledge of culture, traditions, and history may influence personal responses to art” (Visual
Arts Standards 2016).

Therefore, students understand that their personal response to art is

different from their peers, their personal experience differs from their peers, and how their
personal experience is shaped by their family, society, culture, and place in time. By learning
about others, we do not “other” them. We become to identify one another as part of the ingroup,

defined as “a group with which one feels a sense of solidarity or community of interests”
(Merriam-Webster 2019). Students begin to see the bigger world outside of their individual
experience and begin to identify that responses of others are based on a bigger world
influencing and informing them. This is also supported by standard VA: Re 7.1.I
“Hypothesize ways in which art influences perception and understanding of human experiences”
(Visual Arts Standards 2016). Students can use art as the bridge to learn about one another and
their human condition.
The final aim and goal are supported by standard VA: Cn 11.1.3 “Recognize that
responses to art change depending on knowledge of the time and place in which it was made”
(Visual Arts Standards 2016). Students will be comparing their own experience in the
contemporary world to theorize and engage with historical contexts. By seeing how the visual
arts have changed overtime to reflect the human condition of that time, students begin to
understand how the brain is influenced and shaped by the environment around them.

Importance of Theme:
By understanding biopsychology, or how biological processes influence behaviors,
feelings, and thoughts (APA 2019), students can have the tools necessary to critically dissect the
world around them. According to (I have to find the source), the human’s natural response to
new stimuli is to approach it with fear, the body’s natural and evolution-based tactic to keep
itself alive when confronted with new things. With this knowledge, students can reconstruct
their thought processes and learn how to approach new, unknown, and unfamiliar stimuli with an
open and critical mindset. An additional aspect of biopsychology is how we respond and
interpret art. For example, colors elicit different responses based on cultural models that the

person understand that given color. Take the color red. In Western society it is associated with
passion, excitement, occasionally religion, power, and communism. In the Middle East it is
associated with danger, evil, and caution. In Latin America it is associated with religion when
used with white. In Eastern and Asian cultures, it is associated with good luck, joy, happiness,
and celebration. Our biophysical response to that color, reacting to a painting in a positive or
negative way, is dictated by our cultural references. By considering how the audience might
interpret a piece of visual media, students are not only able to analyze it effectively but can
create more meaningful and effective messages in their work.
Motivation is an easy concept to comprehend but challenging to enact in the classroom.
To tap into that motivation teachers can evaluate extrinsic and intrinsic motivators in their
students and recognize performance-approach and performance-avoidance goals. Extrinsic
motivation is defined as behaviors driven by external rewards such as money, grades, or praise,
while intrinsic motivation is defined as behavior driven for the personal rewards or gains (Reeve
2014). By having a delicate balance of both extrinsic and intrinsic motivators built into the
curriculum such as achieving a grade alongside having students investigate their personal
interests within a piece of work, students are more likely to have continual engagement with the
class. Students will be engaging in 3D and 2D media in this unit which allows for students to
explore different strengths through various art forms, and is more likely to motivate them if the
curriculum isn’t completely based in a student’s ability to draw. Performance-avoidance goals
are defined as the desire to avoid performing more poorly than others while Performanceapproach goals are defined as trying to outperform others (Darnon, Harackiewicz, Butera, &
Mugny 2007). By reteaching students how their approach to a problem affects the outcome,
their response to any situation can become more constructive in nature because they can

deliberately approach problems in positive ways. Having this mindset allows for them to go out
and conquer any task in any field.
Humans are naturally social animals, we thrive and are defined by our interactions with
others. Art has always been part of society as it is used to shape opinions, share information, and
express the human condition. Within the class structure students can recognize how they act
around one another, are continuously learning from one another, and are shaping their own
identity from one another. This follows with the concepts of Social Learning and Social Identity
Theory (Neuberg & Cialdini 2015). The time of Victorian art for example, was a time in which
the rich and elite socialites gathered to purchase and buy art that reflected the aesthetic values of
the time. Street art today works with themes of social change and is accessible for anyone who
knows of its location on the public street. By discussing how art can disrupt and guide social
interaction, students have the power to drive it in a positive direction. Students will be reaching
out into their community and researching and engaging with a specific social issue of their
choice and creating a piece of activist work that is intended for public display.
Each brain is built differently. Each student that engages with this curriculum will have
different motivators, experiences, passions, influences, and knowledge. By learning about how
their brain is built, students can approach everything with the understanding that being built
differently is normal and equally as valuable as the expected average functions perpetuated by
everyday society. As Albert Einstein once said, “Everyone is a genius. But if you judge a fish by
its ability to climb a tree, it will live its whole life believing that it is stupid”. Each brain is built
differently, and by understanding that one student’s motivation to participate in swim team is
equally as valid as another student engaging in a L.A.R.P. club, we begin to see one another as

equals because we understand that differences should not be feared, but respected because they
are valid ways of existing.

Course Description:
The first unit students will engage in will be Biopsychology of Art. Students will start
with exploring the science of art and how the brain takes in visual art as well as how art
processes have changed throughout history and throughout cultures. During this unit students
will be creating woven tapestries, spray paint portraits, and work together as a group to create a
pop culture mural. Subjects include science behind art experiences, technological changes in the
arts, historical movements of aesthetics, and historical art making practices. Students will be
learning a base set of elements of art, engage in critically comparing cultural differences in the
arts, common aesthetic appeal during different time periods, and how technology directly
influences artistic practice. The concepts learned the first unit will be expanded on during the
second unit.
Students will begin the second unit with Motivation of Art. Students can engage in more
meaningful and intentional ways during this unit because students will have had critical
discussion, understanding, and reflection of how the brain processes art. Students will be
creating ceramic sculptures that represent something that motivates them, tattoo flash sheets
connecting with their identity, song collages based on music that inspires them, and photography
diptychs that capture their candid self and idealized self. Students will have learned how their
brain understands elements of art and can decisively use them to create meaning in their work.
These projects will also allow for them to seek out meaning and understanding of themselves in a
way that makes them feel heard in the classroom.

In the third unit, Social Psychology of Art, students will be collaborating and exploring
with one another to engage in creating art that is addressing issues relating to social processes
and change. They will select and choose an issue that is relevant to social theories of psychology
and choose a medium to create a piece of work intended for public display and is made to change
public opinion. By engaging with a social issue with the intention of having their work be
experience publicly, students will be working with underlying concepts of social psychology.

Developmental Level:
Entering high school is a dramatic and stressful transition in students’ lives. Students are
still going through puberty and dealing with drastic changes in their physical body and being
bombarded with neurotransmitters gone wild in their brain in response to their growing body
(Caskey & Anfara 2014). They are also beginning to change social structures and value peer
relationship over adult opinions, amassing countless neural connections that allow for them to
engage in higher level planning, decision making, and building moral values, and are attempting
to define and explore their identity (Caskey & Anfara 2014). Being a teacher that recognizes and
empathizes with the changes that these students are going through are the teachers that are going
to be able to reach their students. According to a study done by Muller (2001), “in general,
students who perceive that teachers care expend more effort at school (as reported by teachers),
although at-risk students put forth much less effort than others, independent of whether they
perceive their teachers care”. Students want to be able to have a teacher that shows that they
care, and this curriculum allows for individual exploration regarding topics that are affecting
them each and every day of their lives.

Choice is essential to this curriculum. Choice has been shown again and again to
improve student engagement in the classroom. As Skeeters et al. (2016) thoughtfully observed,
“their technology rich world is robust with opportunities for decision-making and choice, but
when they enter the classroom, the opportunities for choice are much more limited”. Their
education should reflect their world; giving them choice allows for them to practice making
decisions that they will be making as an adult in a controlled and more meaningful setting.
Additionally, “First, choice increases interest by providing the opportunity for students to select
what they are already interested in. Second, choice may generate interest where previously it did
not exist” (Flowerday & Schraw 2014). Without this opportunity for choice this curriculum fails
to reflect the theories of psychology that promote these theories.
Multiple projects in this curriculum rely on group work. During high school, teaching
about positive relationships between peers, teachers, and other adults is crucial to making sure
every student feels like they belong in the classroom community. According to Newman,
Lohman, and Newman (2007),
Human beings are social animals; they mature over a long period in dyadic, small group,
and other group contexts. Thus, it is not surprising that a growing body of evidence
suggests that people are healthier and happier when they experience social belonging.
Conversely, exclusion and social isolation are perceived as painful and are associated
with a variety of negative affective experiences including anxiety, depression, anger, and
shame (MacDonald & Leary, 2005) (p.241).
Without acknowledging this crucial element of human nature, students are missing a part of what
makes them human. Connecting with others has been shown by research to decrease risk factors
that lead to mental health issues, negative choices, and feeling isolated from the world.

Newman, Lohman, and Newman go on to describe some of these risk factors due to social
isolation, “more likely to eat more snack foods, give up sooner on frustrating tasks, and have a
harder time paying attention in dichotic listening tasks. The studies support the view that social
rejection undermines a person's sense of purpose” (p.244). By working in groups, they are
practicing social skills and fostering important relationships. They engage in problem-solving in
a creative way with subject matter that affects all of them. They are discussing, interpreting,
creating, and connecting about shared interests, valued differences, and global issues. Giving
them opportunities to work together is the key the teaching them that people can work together to
solve a problem no matter what differences they might have.

Resources:
In Art and Psychology: How the Brain Revolutionizes and Transforms the Arts, there will
be a multitude of resources that students will need and use throughout the curriculum. These
resources will help them explore various mediums, engage in meaningful discussions, foster
relationships with their peers, critically engage with the content as an artist would, and enhance
their learning experience. Students will need access to computers, internet, printers, and books
to engage in research for their work. They will also need artist sketchbooks in order to document
their research, sketch and develop their work, draft artist statements, and keep a journal topics
discussed in class. This will be a formal assessment to track student development and to track
group work. Traditional mediums will be provided alongside digital software on computers to
allow for multimedia approaches to artmaking.
Additional resources proposed for this course:
PowerPoints
Google Classroom for Assignments and Video Demonstrations

Videos
Projector
Computer
Speakers
Power Outlets
Traditional Art Media:
o Pencils
o Erasers
o Workbooks
o Spray Paint
o Stencil sheets
o Tagboard
o Glossy paper
o Sharpies
o Acrylic Paint
o Paint Brushes
o Various Fibers
o Cardboard to make looms
o Plastic Crochet Needles
o Glue sticks
o Variety of Paper
o Access to Photoshop
o Scissors
o Boxcutters/XActo
o Access to Cameras
o Students smart phones
o Various Props for Photoshoot
o Stoneware
o Various Ceramic Tools
o Outdoor Space
o Internet Access
o Recycled print material
o Scissors
o Acrylic Canvas Rolls
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Name: Georgi Beck
Curriculum Title: Art + Psychology: How the Brain Revolutionizes and Transforms the Arts
Unit 1
Biopsychology of Art

Unit 2
Motivation of Art

Unit 3
Social Psychology of Art

Knowledge of principles, elements,
and science of art experience allows
for artists to build base of technical
skill

Artists use knowledge of principles,
elements, and science of art to
create art that is motivated by their
interests

Artists use knowledge of principles,
elements, and science of art
experience to make critical
decisions about work in order to
appeal and draw in others to their
work

Identity

Each individual understands and
interprets art differently based on
their culture/world

Artists create and engage in work to
make a statement that is relevant to
their ideals/values/morals/concerns

Artists create work in order to share
their human experience with others,
connect with others with shared
experiences, and to share new and
unknown experiences with others

Society

Art is produced based on the society
it is created in; art is created with
available technology, materials,
mediums, and styles available to
that society

Art is produced based on the
motivations of the artist, and the
artist is either implicitly informed
by societal motivations or
intentionally disrupts societal
motivations

Art is produced as a way to engage
and change opinions of others, and
the message is created with that
audience in mind

Artist and viewers biophysical
response to each work is dependent
on the time period in which the

Artist motivations for creating art
have changed throughout history
and continue to change based on

Artist have created art to reach a
specific audience throughout
history, and that audience has

Organizers

Form

Past/Present

Interpretation

work was created and the person’s
knowledge of that time period

real-life events

changed over time.

Knowledge of how the brain
processes the elements present in art
informs how the art is interpreted

The elements of art can be
manipulated by artists to create an
intentional and purposeful meaning

Art presented to society can be
interpreted in meaningful ways that
bring change or awareness to
society

Unit 1
Psychology of Color
-Class overview +
expectations
-Day 1 PP
-Monochrome Workbook
Cover

Woven Tapestry
-Silk Weaving Video
-Studio Time

Spray Paint Portrait
-Spray Paint in outdoor area

Significant People Mural
-Ai Wei Wei Video
-Studio Time

Total Days (19)

Biopsychology
Psychology of Color
-Human Emotion Game
-Day 2 of PP
-Discussion

Woven Tapestry
-Navajo Rug Video
-Studio Time
-Discussion about weaving
process

Significant People Mural
-Mural PP Day 1
-Partner Worksheets
-Class Brainstorm
-Group assignment and
studio time

Significant People Mural
-Guernica Video
-Studio Time

Woven Tapestry

Woven Tapestry

-Woven Tapestry PP
-Base of loom
-Weaving Techniques Demo
(if base finished)

-Kente Cloth video
-Weaving Techniques Demo
-Studio Time

Spray Paint Portrait

Spray Paint Portrait

-Spray Paint Portrait PP
-Photoshop Demo
-Layer Prep and Planning

Significant People Mural
-Mural PP Day 2
-Studio Time
-Mini-critique

Significant People Mural
-Lady Liberty Discussion
-Studio Time

-Khaleesi Video
-X-Acto and Layer
Demonstration
-Studio Time

Significant People Mural
-Lisa King Video
-Grid Demonstration
-Studio Time

Significant People Mural
-Hang Murals
-Critique

Woven Tapestry
-Peruvian Weaving Video
-Studio Time

Spray Paint Portrait
-Dustin Yelling Video
-Studio Time

Significant People Mural
-Public Art Video
-Studio Time

Unit 2
Motivation Sculptures
-Motivation Sculpture PP
-Pinch Pot Demo
-Pinch Pot
practice/brainstorming

Motivation Sculptures
-Kintsugi Video
-Studio Time

Tattoo Flash Sheets
-Kids draw their parents
tattoos video
-Studio Time

Candid Portraits
-Day 1 PP
-Camera handout

Idealized Portraits
-Joshua Miels
-Candid and Idealized Photo
Critique

Total Days (21)

Motivation
Motivation Sculptures
-Demo Day (Slab, slip, and
score)
-Studio Time

Motivation Sculptures
-Soul Tattoo
-Studio Time (Last day wet
clay)

Tattoo Flash Sheets
-Ezrah Dorman Video
-Studio Time

Candid Portraits
-Carol Rossetti
-Studio Time
-Kahoot

Motivation Sculptures
-Motivation of photography
discussion

Motivation Sculptures
-Glaze Demo
-Glaze fired sculptures

Song Collage
-Song Collage PP Day 1
-Teacher Examples
-Demo Materials
-Brainstorm/Research songs

Idealized Portraits
-Day 1 PP
-Partner Portrait Research
-Assignment Overview
-Studio Time

Motivation Sculptures
-Charlotte Mary Pack
-Studio Time

Tattoo Flash Sheets
-Day 1 PP
-Overview of Assignment
-Studio Time

Song Collage
-Yorktown (Hamilton)
-Studio Time

Idealized Portraits
-Religious Portraits
-Studio Time

Motivation Sculptures
-Washed Ashore Series
-Studio Time

Tattoo Flash Sheets
-Personal Teacher Example
-Tattoo Debate
-Studio Time
-Exit ticket

Song Collage
-Run and Tell That
(Hairspray)
-Studio Time
-Mini-Critique

Idealized Portraits
-Yolo Ono
-Studio Time

Unit 3 Calendar
W1.D1.

W1.D2.

-Project Introduction
-The Office Clip (Conflict
-Social Psychology Review Resolution)
-Group
-Group Research Time
Assignment/Brainstorm

W1.D3.
-SU Fusion Clip
-Group Research Time
-Group Idea Share
-Model Choice

W1.D4.

W1.D5.

-Weekly Check-in
-Independent Studio Time
(Structure)
-Application of Social
Psychology to Project Idea

Field Trip Community Art

W2.D1.

W2.D2.

W2.D3.

W2.D4.

W2.D5.

-Peace and Love on the
Planet Earth Clip
-Final Sculpture Plan Due
-Independent Studio Time

-Independent Studio Time

-Independent Studio Time

-Structure Testing Day
-Independent Studio Time

-Weekly Check-in
-Independent Studio Time

W3.D1.

W3.D2.

W3.D3.

-Independent Studio Time

-Final Structure Due
-Independent Studio Time

-Independent Studio Time

W4.D4.
Weekly Check-in

W4.D1.

W4.D2.

W4.D3.

W4.D4.

-Independent Studio Time

-Independent Studio Time

-Independent Studio Time
-Weekly Check-in

-Independent Studio Time
-Final Working Day

W4.D5.
-Independent Studio Time

W4.D4.
-Final Project
Discussion/Critique

additional Day for art Performance not contingent with schedule to the day

Total days 20

List of Recommended books for
best curriculum outcomes
For actual curriculum
I.
II.
III.
IV.
V.

Atlas of Beauty by Mihaela Noroc
A Big Important Artbook (Now Including Women): Profiles of Unstoppable Female
Artists – And Projects to Help You Become One by Danielle Krysa
Graffiti Women: Street Art from Five Continents by Nicholas Ganz
The Art Book: New Edition, Mini Format by the Editors of Phaidon Press

For reference sources
I.
II.
III.
IV.
V.
VI.
VII.
VIII.
IX.
X.
XI.
XII.

The New Secret Language of Symbols: An Illustrated Key to Unlocking their Deep &
Hidden Meanings by David Fontana
The Photo Ark: One Mans’ Quest to Document the World’s Animals by Joe Satore
The Secret Lives of Color by Kassia St. Clair
Walled City: The Art of the Mural by Sandu Publishing
The World Atlas of Tattoos by Anna Felicity Friedman
Bodies of Subversion: A Secret History of Women and Tattoo by Margot Mifflin
Vintage Tattoo Flash: 100 Years of Traditional Tatttoos from the Collection of Jonathan
Shaw by Jonathan Shaw
Mural Art: Studies on Paintings in Asia by Christophe Munier-Gallard
The Photographer’s Guide to Posing: Techniques to Flatter Everyone by Lindsay Adler
Vogue: The Covers by Dodie Kazanjian
Harper’s Bazaar: 150 Years: The Greatest Moments by Glenda Bailey
Vivian Maier: Street Photographer by Vivian Maier

Artists of Art + Psychology
Vincent Van Gogh

•Lived 1853-1890
•Cisgender, Heterosexual, White
•Lived in the Netherlands
•Work is considered Impressionist
•Skills included harmonious colors, creation of movement
in his work, and composition skills
•Self-taught
•Was never recognized during his lifetime for being a
revolutionary artist, was actually harassed and shunned by
society
•suffered from epilepsy that took the form of delusions
and psychotic attacks
•”I put my heart and soul into my work and I have lost my
mind in the process”
Pablo Picasso
•Lived 1881-1973
•Cisgender, Heterosexual, White
•Lived in France
•Revolutionized artistic styles by experiments within
Surrealism, Cubism, and combinations of styles to create
new styles
•Painter
•Went to school for art
•Created works that influenced societal perspectives
•Widely recognized and celebrated during his lifetime
•”The purpose of art is washing the dust off daily life off
our souls”
Judit Just - @_jujujust_
•Currently living
•Cisgender, Heterosexual
• Born/raised in Spain, currently lives in North Carolina
•Studied fashion design, sculpture, and textile art in school
•exposed to fiber work through her mother
•Currently sells work on Etsy
• ”With my weavings I try to seek the pleasure between
the relationship of a tactile versus a visual synesthesia,
touching colors, listening to textures, tasting shapes....
perceiving colors represented by certain shapes, and vice
versa. But specially, my purpose is to share this experience
with everyone else and give them some colorful
goosebumps”

Edvard Munch
•Lived 1863-1944
•White, Cisgender, Heterosexual
•Painter and graphic artist
•Art was inspired by childhood if illness, ghost stories, and
father’s neuroticism
•”For long as I can remember I have suffered from a deep
feeling of anxiety which I have tried to express in my art”
•” No longer shall I paint interiors with men reading and
women knitting. I will paint living people who breathe and
feel and suffer and love.”
Yayoi Kusama - @yayoikusama_
•1929-today
•Japanese, Cisgender, Asexual
•Has a romantic partner Joseph Cornell
•Known for sculpture & installation
•calls her art “art medicine”
•used her fashion choices to garner attention
•” My art originates from hallucinations only I can see. I
translate the hallucinations and obsessional issues that
plague me into sculptures and paintings
•Since my childhood, I have always made works with polka
dots. Earth, moon, sun and humans beings all represent
dots; a single particle among billions
Marcel Duchamp
•Lived 1887-1968
•White, Cisgender, Heterosexual
•Had 2 wives and a mistress during his life
•Born in France and became US citizen in 1955
•Associated with Cubism, Dada, and conceptual art
•created “readymade” sculptures
•Major Landmark Fountain in 1917
•” A painting that doesn’t shock isn’t worth painting
Rembrandt Harmensz van Rijn
•1606-1669
•Cisgender, Heterosexual, White
•Went to school for art after traditional school didn’t
interest him
•lived in the Netherlands
•Had many children die with wife Saskia
•teacher, artist, and art-dealer
•known for realism paintings of biblical scenes, portraits
•Revolutionized rendering of shadow and light
•“Practise what you know, and it will help to make clear
what now you do not know.”

Frank “Shepard Fairey” - @obeygiant
•1970-today
•Cisgender, Heterosexual, White
•graphic artist, muralist, artist
•Art is political, activist, and goes against corporate
influences
•Went to college for Art
• But there’s something powerful about seeing art in public
spaces that has a function other than just advertising that’s
selling a product. I’m not saying I’m above any of this—I’m a
part of it. But one of the things I love about doing what I do
is that I am in the mix with people. “
Andy Warhol
•Lived 1928-1987
•Cisgender, Gay, White
•known for his pop art illustrations
•Went to school for art
•suffered from sydenham chorea, a neurological disorder
characterized by involuntary movements, also had issues
with skin discolorations: this led to experimentation with
wigs, cosmetics, plastic surgery
•” business art is the step that comes after Art. I started as
a commercial artist, and I want to finish as a business
artist."
M.C. Escher
•1898-1972
•Cisgender, Heterosexual, White
•Born in Netherlands and moved to Rome, Italy then
Switzerland
•Played with concepts of perspective, orientation, shadow,
illusion, tessellation, patterns
•originally went to school for Architecture and Design
•”We adore chaos because we love to produce order”
Dustin Yellin - @dustinyellin
•1975-today
•White, Cisgender, Heterosexual
•Known for glass veneer sculptures
•His work has been coined “psychogeography”
•”I think we’re trying to break the mold of what would
conventionally be called a museum to create an almost
school laboratory-like environment that still functions as a
museum but also exposes process to an audience” (about
his gallery)
•My wildest wish is that all the people around me are
content and peaceful and die in love”

Michelangelo Buonarotti
•Lived 1475-1564
•Born and raised in Italy
•His father was a magistrate for the government, being an
artist at the time was seen as inferior
•Known for his work during Renaissance in painting,
sculpture
•Known for many classic works that defined the time
including La Pieta, Il Davide, Creation of Adam in the Sistine
Chapel
“The greater danger for most of us lies not in setting our
aim too high and falling short; but in setting our aim too
low and achieving our mark.”
Owen Dippie - @owendippie
•unknown to today, most likely mid 20s 30s
•Born and raised in New Zealand
•Cisgender, Heterosexual
•works in portraits because he grew up surrounded by
individuals with strong cultural identities
•interested in pop culture, Maoritanga, tattoo, and ta
moko
•mother recognized his passion for art and signed him up
to work on basics with local artist Edward Hunia
•inspired equally by Jean-Michel Basquiat and Renaissance
masters such as Michelangelo
• "Exploring the universal language of art. He endeavors to
leave his mark on the world, rather than just exist in it."
Maya Hayuk - @mayahayuk
•1969-today
•Born in Baltimore, Maryland and now lives in Brooklyn,
New York
•known for her bold geometric designs
•went to school for art
•Sued Starbucks for stealing her designs without
permission as well as Sara Bareilles and Coach for featuring
her work without permission
•”Sexy, drippy, psychedelic abstract geometries and mushy
weirdness that makes you think you see something that
may or may not actually be there.”

Eduardo Kobra - kobrastreetart
•1975-today
•Latino, Cisgender, Heterosexual
•Brazilian,
•Known for his street art, specifically portraits that use
technique of repeating squares and triangles in bright and
bold colors, reminiscent of a kaleidoscope
•Has children and puppies
•” Some human actions make me lose my patience, such as
the mistreatment of animals by men and I always protest
on this topic. Other subjects, such as history and memory
and iconic historical figures that were important to the
world in general and who were leaders for peace, are
always present in my thoughts and in my paintings. I like
the contrast between different historic times: the cars, the
clothes, the behaviors.”
Okuda San Miguel - @okudart
•1980-today
•Spanish, Cisgender
•Born and raised in Santander, Spain
•Known for Pop Surrealism, known for highly pigmented
and vibrant geometric murals that juxtapose strict
geometry with organic form
•works with themes of spirituality, modernity,
environmentalism, and the human condition
•” yes, I feel totally free when I create something for a
public space but I do feel a responsibility for the place
where it will live after I leave, and for the people that live
there. the first and most direct message in my artworks is
positivity and happiness. I love when people receive it and
feel I feel that back.”
Keith Haring
•Lived 1958-1990
•White, Gay, Cisgender
•Lived in Philadelphia and New York
•Became known for his iconic pop style that addressed
political and social issues
•Diagnosed with AIDS in 1988 and used his art to bring
awareness and fundraising opportunities for medical
community
•” You see that’s why I work like a dog and I worked like a
dog all my life. I am not interested in the academic status
of what I am doing, because my problem is my own
transformation.”

Banksy - @banksy
•anonymous England-based street artist
•rumors about his identity, possibly multiple banksy’s,
possibly a woman, promotes the fact that the art is
anonymous in nature
•Known for his stencil murals, often politically and socially
charged
•“Art should comfort the disturbed and disturb the
comfortable.”
1010 - @1010zzz
•1979-today
•White, Cisgender
•Lives and works in Germany
•exact identity is unknown
•Originally from Poland
•Has a process in which he fits the hole to the building,
mimicking the nature of the building, then moves darkest
to lightest
•” Maybe only because holes seem to end in darkness; and
that’s what’s encouraging our imagination.”
Bunnie Reiss - @bunnieluvrocks
•1979-today
•White, Cisgender, Heterosexual
•Art influenced heavilty from Eastern European
background (Polish and Russian)
•Murals worldwide
•”Since we are first generation, there was a lot that I didn’t
understand about what life had been like, why most of my
family had escaped from their homelands, and why it
seemed so important for us to eat, play, and be together as
often as possible. It is of the utmost importance that we
are kind, compassionate, and caring.”
Max Sansing - @maxsansing
•1981-today
•African American, Cisgender
•Born and raised in Chicago
•taught himself art and then later completed 2 years of
training
•Muralist and graphic designer
•committed to using his art to support the community and
bring opportunities to underserved areas

Microbo
•1970-today
•White, Cisgende,r Heterosexual
•Married to fellow street artist Bo130
•Born and raised in Italy
•fascinated with micro-organisms and work is consumed by
them
•Once she heard how bad of a name street art had
garnered, she worked with a local organization to bring
awareness of the power street art can have to the public
• “The artist knows that all life started with something
infinitely small, so her work has turned into a sort of quest
for all the invisible and constantly present in our lives”
Raphael
•1483-1520 (37 years)
•White, Cisgender, Heterosexual
•orphaned at 11
•Rivals with Michelangelo
•known for Frescos and paintings
•famous before he died
•Produced large body of work before he died
•Went to school for art
•”When one is painting one does not think”
Ai WeiWei - @aiww
•1957-now
•Chinese, Cisgender, Heterosexual
•Born in China and now lives in Berlin, Germany
•Contemporary artist and activist
•Work deals with issues such as democracy, equality,
human rights, immigration, government corruption and
cover-ups
•Father was Chinese poet Ai Qing, 1958 family was sent to
labour camp in Beidahuang, Heilongjiang then exiled to
Shihezi, Xinjiang for 16 years
•went to school for animation
•“Without freedom of speech there is no modern world,
just a barbaric one.”
Lady Liberty
•French Artists Frederic-Auguste Bartholdi created statue
from sheets of hammered copper and Alexandre-Gustave
created the steel framework
•Collaboration between U.S. and France to commemorate
lasting friendship between the two nations
•Copper turns green with exposure to weather, called
verdigris
•Dedicated 1886, restored multiple times
•icon of freedom in the united states

Norman Keith Collins (Sailor Jerry)
•1911-1973
•White, Cisgender, Heterosexual
•Worked as a tattoo artist after service in the navy
•Opened up shops in Hawaii and US
•Tattooing at the time was part of the counterculture of
America
•"Bold simplicity is the keynote to good design."
•"I'm always willing to listen to somebody else's
ideas…because we can always learn more."
Ezrah Dorman - @eztheshark
•2005-today
•born and raised in Panama, also lives in Canada
•nickname is “The Shark”
•Ali Garcia is his mentor, works with him to teach him how
to tattoo properly
•First tattoo was on his mom
•featured in multiple videos and merch collaborations,
including TedX Youth, Yes Theory, and Dusk to Dawn
•” If you love something and you want to master it, you
need to practice it everyday “
Vivian Maier
•1926-2009
•White, Cisgender, Heterosexual
•Lived in Europe and USA, French and Austro-Hungarian
ethnicity
•worked as a nanny
•Work wasn’t discovered until after she died, she got
involved in photography for the sake of capturing her daily
life
•self-taught, mainly captured Chicago and New York street
life
•” Well I suppose nothing is meant to last forever. We
have to make room for other people. It’s a wheel. You get
on, you have to go to the end, and then somebody has the
same opportunity to go to the end and so on.”

Laurel Golio - @laurelgolio
•1985-today
•Cisgender, Queer
•Based in New York
•Went to school for anthropology, self-defined visual
anthropologist
•Founder of We Are The Youth project, also collaborates
with companies like Champion, featured in New York Times
and Vogue
•has a cat named Noodles
• “So many queer events and stories have been omitted or
erased from history and the idea of sharing stories through
the eyes of an individual for future record is so important.
Also there have been so many changes in the LGBTQ
community over the last few years, so it’s exciting to record
stories during such a dynamic time.”
Jeff Wall
•White, Cisgender, Heterosexual
•Based in Canada
•artist and art historian
•known for large-scale photographs that recall imagery,
subject matter, construction, and display methods as pop
culture advertising and cinema
•went to school for art
•”Wall describes his work as ‘cinematographic’ re-creations
of everyday moments he has witnessed, but did not
photograph at the time. ‘To not photograph,’ he says,
‘gives a certain freedom to then re-create or reshape what
I saw.’ He takes months to stage and direct each of his
“occurrences”
Carol Rossetti - @carolrossettidesign
•birth date unknown-now (about 30 years old according to
Instagram)
•Brazilian, Cisgender
•exhibited at TedXWomen 2015
•professional illustrator and owns a graphic designs studio
•Country is in a delicate political and social situation
•works with issues of feminism, human rights, and
challenges beauty norms
•”I strongly believe in equality and in the power of
dialogue, information, and representation. The more we
talk about the issues facing us, the more we spread the
word, the more people will choose to get involve in these
issues”

Annie Leibovitz - @annie-liebovitz_
•1949-today
•white, cisgender
•known for her celebrity portraiture, has also worked in
the fashion and design industries
•originally went to school for painting to become an art
teacher, never thought photography was an option
•became chief photographer at Rolling Stone at 23
•dealt with addiction and was notorious for
mismanagement of money
•had twins via surrogate
•The camera gave you a license to go out in the world with
a purpose”
Yolo Ono - @yoloono_chi
•birth date unknown- likely in mid 20s
•Native American, Latinx, Japanese, Transfemme
•Used to be researcher and PhD student
•Makes a living doing drag shows and creating custom wigs
and fashion
•”It’s gotten really hard to push on and not let body
dysphoria, anxiety, and depression completely incapacitate
me. As it has on many occasions. As a trans woman, a POC
and an artist I’ve always been surrounded with a narrative
of not being enough. Not being pretty enough. Not being
native/Mexican/Japanese enough. Not being creative
enough. And it gets hard to push those opinions away and
focus on my own voice.”
Frida Kahlo
•1907-1954
•Bisexual, Cisgender
•Mother was from Mexico and Father was German
immigrant
•had various health issues as a child, right leg and foot
ended up much thinner as a result, but father encouraged
her to get involved in sports to help strengthen it, a rarity
at the time for women
•Had another serious injury from a bus accident, with her
hip and spine causing long term physical and psychological
damage
•known for her Surrealist paintings
• “I am my own muse, I am the subject I know best. The
subject I want to know better”

Jean-Michel Basquiat
•1960-1988
•bisexual, African America, Cisgender
•referenced Haitian and Puerto Rican heritage, interest in
anatomy, athletes, musicians, and themes of cultural and
classical history
•known for being a trouble maker, mischievous, even
kicked out of home at 17
•never finished high school
• knew Spanish, French, and English
• “I was a really lousy artist as a kid. Too abstract
expressionist; or I'd draw a big ram's head, really messy. I'd
never win painting contests. I remember losing to a guy
who did a perfect Spiderman”
•” I am not a black artist. I am an artist”
Shirin Neshat - @shirin_neshat
•1957-today
•Iranian, Cisgender, Heterosexual
•known for mixed media works, video installations,
photography
•works centers bridging space of Islam and Western
society, femininity and masculinity, public and private life,
antiquity and modernity
•went to school got married, worked at her husband’s shop
for 10 years, and then began her artistic career
•” Art is no crime. It’s every artists responsibility to make
art that is meaningful”
Naomi Okubo - @naomi_okubo
•1985-today
•Japanese, Cisgender
•known for her paintings that have roots in mixed media
•process in which she gathers images from visual culture,
magazines, design books, puts them into photoshops,
traces the projection, and then hand-paints overlapping
elements
•likes having as many layers, intricacies, and patterns as
possible
•works with ideas of representation of Japanese people,
working with people, societal expectations from Japanese
culture
• “In Tokyo… and in other developed nations, mass media
provides us not only with images of created physical
appearances but also images of lifestyles and ways of
spending our time that happen to be artificial constructs.
We admire these images and adopt them but we are overly
exposed and consume these images a bit too much. We
become confused about what is real and what is contrived.
The consequence is that we become addicted to them.”

Catherine Graffam - @catherinegraffam
•unknown, most like mid 20s
•Queer, Trans, White
•engages with subjects of objectified women, history of
women’s rights, and humanizes individuals
•works as artist and curator
•” Portraits help me better understand the people in my
life, including myself, and by painting or drawing I am
able to build upon and express relationships. Selfportraiture is a way of cathartically processing my
emotions as well as an important means of reflecting on
life experiences. I use myself as a vehicle for storytelling
as well as regaining agency over my body as a queer
trans woman”
Victoria Villasana - @villanaart
•1982-today
•Born in Guadelajara, Mexico, now lives in Mexico
•Latinx, Cisgender
•Went to school for design then moved to London
•Textile artist interested in human culture and spirit
•makes a living with instillations, editorial and commercial
work, and collaborating with other artists and brands
•” I’ve always admired true visionaries through out of
history, people who realise their inner power to change
things and people who always questioned our human
conditions… I believe we need to empathize with other
communities/cultures, this is the only way we can help one
another to move forward. It’s not about YOU and THEM it’s
about US. No one is winning when one community is
losing”
Zuang Huan
•1965-today
•Chinese, Cisgender, Heterosexual
•Chinese Artist based in Shanghai and New York
•Performance art, sculpture, photography
•Works with ideas of identity, limits of discomfort the body
can take, activist performances
•Shown work worldwide
•Much of his work involves making himself as vunerable to
the viewer as possible
• “When you're really involved in your work, you don't
have time to contemplate other things, such as basic living
conditions and the meaning of life."
•”We have to revive all our traditional ancestors’ culture
and art”

Nyema Droma - @nyema_droma
•Birthdate unkown
•Tibetan, Cisgender,
•Tibetan fashion photographer based in London
•Went to school in London for her degree in art
•Has a dog
•Published in multiple magazines
•” Being a Tibetan is very special so I think I want to use my
work to show people my own identity and also my own
culture and let more people know about Tibet because I
can’t really do anything like you guys [on the outside], I
can’t really say anything political but I think what I can do is
show more people about Tibet and let them be interested
in it and do their own research.”
Joshua Miels - @joshuamiels
•1983-today
•White, Cisgender, from Australia
•Mainly known for oil portraits of men who suffer from
mental health issues
•uses tech first to break down portraits, then paints the
shapes, then messes up the shapes to create a specific
mood
•worked as a graphic designer but changed to become
painter full time
•”The difference between my digital work and oil paintings
is quite vast visually. With my traditional oil paintings I like
to focus on portraits and the emotions of the person. There
is no real message that I am trying to portray in these
pieces, I prefer the audience to draw on their own
experiences to develop their own idea on what the piece
means. For me the piece can have any meaning it wants
depending on who’s looking at it.”
James Luna •1950-2018
•Cisgender,
•Luiseño, Ipai, and Mexican
•known for performance art, photography
•brought people of his culture into contemporary artworld
and challenged stereotypes about how people of his
ethnicity were represented in art
•worked with identity, alcoholism, multiculturalism,
colonialism
•”Well, at times the message can be potent. One of my
subjects is with ethnic identity—how people perceive us
and how we perceive ourselves. Not everybody can talk
about that, so I guess that makes me a dangerous
character.”

c

Johanna Siring - @johannasiring
•Age unknown (most likely born in the 1990s, mid 20s/30s)
•Cisgender
•Norwegian based in NYC
•Has worked with international companies as a
photographer
• ”The drive behind her work is her constant fascination for
new people, the fact that every person on this planet has a
unique character and personality- there is always a new
story to tell.”
Mihaela Noroc - @mihaela_noroc & @the.atlas.of.beauty
•1985-today
•White, Cisgender, Romanian, has a baby
•Published book Atlas of Beauty
•featured in wall street journal, CNN, Oprah, Forbes…
•avoids outright political categorization in her book but it’s
more about quiet female pride
•(on getting her first camera with her first subjects being
mother and sister)"That's how I started to love
photographing women, in an honest and serene way."
Grant Wood
•1891-1942
•White, Cisgender, from Iowa
•known for his paintings depicting Midwest of America
•Works with themes of regionalism, post-impressionism,
American modernism
•died of pancreatic cancer
•”I had to go to France to appreciate Iowa”
•”All the really good ideas I ever had came to me while I
was milking a cow”
Leonardo Da Vinci
•1452-1519
•Cisgender, Gay
•Jack of all trades: scientist, artist, mathematician,
engineer, writer, architect, botanist…
•has become icon of the Renaissance
•his work is iconic to contemporary culture and some of
the most parodied
•” simplicity is the ultimate sophistication”
•” nothing strengthens authority so much as silence”

Hannah Höch
•1889-1978
•German Dada Artist
•one of the only well-known female artists at the time,
promoted ideas of women creating in society
•credited with creating photomontage
•used items of found popular culture to create “higher” art
•Father’s belief that a woman’s role if to get married and
have children, even though her mother was a painter as
well
•"I have always tried to exploit the photograph. I use it like
color, or as the poet uses the word."
Bri Lamkin •1992-Currently living
•originally was a photographer who became collage artist
•works with topics of mental health, feminism, and earth
conservation
•goes to estate sales to find her vintage medium
•wants people to laugh and see irony in her work
•” My creative mind has been stunted by depression
and anxiety for several years now. I recently sought
professional help ad I'm finally coming out of the haze
that is debilitating mental illness. It's nice when you
actually have the energy to be creative and the space in
your brain for new ideas instead of all that social
anxiety. I have a lot of time to make up for and things I
need to say. I am excited to be able to get back to my
old self and make things I am proud of.”
Barbara Kruger
•1945-currently living
•known for her combinations of type and image
•examines stereotypes and behaviors of feminism,
consumerism, and mass media
•work presents itself in prints, tshirts, posters, electronic
signs, billboards…
•“I'm fascinated with the difference between
supposedly private and supposedly public and I try
to engage the issue of what it means to live in a
society that's seemingly shock-proof, yet still is
compelled to exercise secrecy,”

Niam Jain - @niamjain_official
•2003-today
•Cisgender, from Canada
•Art is an outlet for this teenager with Autism, showing
that art is a tool of communication
•has limited speech and fine motor abilities, abstract
painting has become a creative outlet
•used to sell his work for a couple thousand dollars, now
sells for hundreds of thousands of dollars
•Has achieved recognition typical of older, more
established artists by the age of 15
•taught himself to paint
•“[Niam] paints what he sees and feels. He paints in layers
allowing the viewer to have a conversation with Niam.”
Alejandro Duran - @alejandroduran
•1974-today
•Cisgender, Mexican,
•multimedia installation artist
•tracks where the trash he uses is from and how far it goes
around the world in the oceans-washed up series identified
trash from 58 nations and territories on six continents
•art traces interaction of man and nature
•”The plastic that we consume and that has washed up on
shore on the Caribbean coast of Mexico provides the color
palette that I use. Among the tons of garbage I find washed
up on shore I tend to look for plastic whose colors are more
saturated. For whatever reason, blue plastic predominates
and purple is hard to come by.”
Charlotte Mary Pack - @charlottempack
•birthdate unknown (probably mid 20s)
•White, Cisgender
•Work based in raising awareness of wildlife
•Based in East Sussex, Britain
•Donates 15% of her profits to wildlife conservation efforts
•Traveled in Africa when she was a kid
•combines traditions of wheel throwing with intricate
hand-built animals
Washed Ashore Series
•Team of people to lead events and uses volunteers as well
•aims to educate GLOBAL audience
•traveling and ever-growing show
•aims to spark positive change in consumer habits

Kehinde Wiley - @kehindewiley
•1977-today
•African American, Cisgender, Gay
•known for paintings that take street models and puts
them into historical portraits, questioning canon of
Western Art History
•exhibited worldwide
•commissioned by Obama to make his presidential portrait
•” Art is about changing what we see in our everyday lives
and representing it in such a way that it gives us hope”
•” Painting is about the world that we live in. Black men
live in the world. My choice is to include them”
•You don’t hire Kehinde Wiley to have a tame painting”
Paul Fuentes
•1990-Currently living
•Born and raised in Mexico
•Interest in graphic design and photography came from his
mother
•Makes work that is aesthetically pleasing and is meant to
surprise the viewer
•was an editor for a magazine, then went traveling and
found out that wasn’t what he wanted to do
• “I want to make people happy…I like to remind people
how fascinating the world is by producing images of food,
animals, and objects”
Kara Walker - @kara_walker_official
•1969-today
•Cisgender, Black
•Born in California, moved to Georgia, now in New York
•Went to school for art, father was a painter
•Known for her silhouette paper cutouts that deal with
issues of race, gender, equality
•“Human behavior is so murky and violent and
messed-up and inappropriate. And I think my work
draws on that. It comes from there. It comes from
responding to situations like that, and it pulls it
out of an audience.”

Well Hello There
Name:
Preferred Pronouns:
Grade Level:
What’s your favorite art
style?
Morning Bird or Night Owl?
Cats or Dogs?
Favorite Color?
Introvert or Extrovert?
Favorite Book(s)
Favorite TV Show(s)
Favorite Movie(s)
Favorite song/artist(s)
Do you have any pet peeves?

Are you involved in any groups/clubs/teams in school?

Who inspires you?

What can I as a teacher do to help you learn?

Performance-Approach and PerformanceAvoidance Goals: When Uncertainty Makes
a Difference
Céline Darnon
Université Pierre Mendès France, Grenoble
Judith M. Harackiewicz
University of Wisconsin–Madison
Fabrizio Butera
Université de Lausanne
Gabriel Mugny
Alain Quiamzade
Université de Genève

Performance-avoidance goals (the desire to avoid performing more poorly than others do) have been shown
to have consistently deleterious effects on performance
but the effects of performance-approach goals (trying to
outperform others) are more complex. Two studies
examine uncertainty as a moderator of the effect of performance-approach goals on performance. Experiment
1 shows that manipulated performance-approach goals
lead to better performance than do performanceavoidance goals in the absence of uncertainty about performance but when participants learn that a coactor
disagreed with them about problem solutions, creating
uncertainty, performance-approach goals do not differ
from performance-avoidance goals in their effect on
performance. Experiment 2 shows that uncertainty also
moderates the effects of self-set performance-approach
goals. Moreover, the same dynamic occurs with another
kind of uncertainty: negative competence feedback.
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rom childhood, individuals learn from their parents
and teachers that they should try to get good grades in
school. It is then not surprising that in school or later, at
the university, students may find themselves as motivated
by the desire to perform well as they are by the desire to

learn about particular topics. Indeed, many educational
contexts can be characterized by their emphasis on relative comparisons and normative grading. A high level of
achievement in these contexts means not only mastering
the content of the course but also demonstrating one’s
competence by outperforming others.
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The goals aiming at performing well relative to others
have been defined as performance goals (Ames, 1992;
Dweck, 1986), sometimes labeled as ego-involving
(Nicholls, 1984). These goals correspond to the desire to
demonstrate abilities and are often contrasted with mastery goals (or task-involving goals; Nicholls, 1984), which
correspond to the desire to acquire knowledge. Several
studies have shown that mastery goals lead to adaptive
outcomes such as effort, persistence after failure, and
interest (cf. Ames, 1992; Ames & Archer, 1988; Dweck,
1986; Harackiewicz, Barron, Carter, Lehto, & Elliot,
1997; Nicholls, 1984). In contrast, performance goals
have been associated with outcomes such as the choice of
easy tasks (Ames & Archer, 1988; Elliott & Dweck,
1988) and superficial modes of studying in contrast to
deep processing of course materials (Nolen, 1988).
As a consequence, some theorists argue that performance
goals should undermine learning and performance (e.g.,
Dweck, 1986; Nicholls, 1984). However, many studies have
failed to find negative effects of performance goals on performance (e.g., Covington & Omelich, 1984; Yates, 2000).
Moreover, numerous correlational studies, carried out in
classrooms, found positive links between performance goals
and academic performance (Elliot & Church, 1997; Elliot &
McGregor, 2001; Elliot, McGregor, & Gable, 1999;
Harackiewicz et al., 1997; Harackiewicz, Barron, Tauer,
Carter, & Elliot, 2000; Pintrich, 2000; Skaalvik, 1997; for a
review, see Harackiewicz, Barron, Pintrich, Elliot, &
Thrash, 2002). More recently, researchers have also found
positive effects of experimentally manipulated performanceapproach goals (Elliot, Shell, Bouas, & Maier, 2005; Senko
& Harackiewicz, 2005a).
The positive effects of performance goals are most evident when performance-approach goals are distinguished
from performance-avoidance goals (Elliot, 1997, 1999;
Elliot & Harackiewicz, 1996; Middleton & Midgley,
1997). Motivation can be oriented toward either the
approach of desired positive outcomes or the avoidance of
negative events (cf. Atkinson, 1957). The former leads to
a great investment in the situations that are likely to yield
a positive evaluation. In contrast, the latter is focused on
the avoidance of negative evaluation. Therefore, two
forms of performance goals can be defined (Elliot &
Church, 1997; Elliot & Harackiewicz, 1996): performance-approach goals (trying to obtain positive judgements) and performance-avoidance goals (avoiding
negative judgements). Research has consistently shown
that performance-avoidance goals are associated with low
interest and poor performance (Elliot & Church, 1997;
Elliot & McGregor, 2001; Elliot et al., 1999; Sideridis,
2005; Skaalvik, 1997). In contrast, some research has
shown that performance-approach goals have positive
effects in some situations (e.g., college classes) or for
some participants (e.g., achievement-oriented individuals;

Harackiewicz, Barron, & Elliot, 1998). In fact, some
theorists have argued that performance-approach goals
can have positive effects on academic motivation because
they promote competence valuation and mobilize effort in contexts that emphasize normative comparisons (Harackiewicz
et al., 2002).

DIFFERENTIAL EFFECTS OF PERFORMANCEAPPROACH GOALS: A QUESTION OF
UNCERTAINTY?
Although the approach–avoidance distinction has
helped to clarify the inconsistent effects of performance
goals, the findings regarding performance-approach goals
remain controversial (Harackiewicz et al., 2002; Kaplan
& Middleton, 2002; Midgley, Kaplan, & Middleton,
2001). Theorists have sought to identify moderators of
performance-approach goal effects. It is interesting to note
that Dweck and Leggett (1988) originally argued that the
detrimental consequences of performance goals would
appear only when individuals were faced with challenge
or difficulty. Nicholls (1984) also argued that the performance goals (“ego goals” in his terms) led to a deterioration in performance only for people who had a low
perception of their own abilities (see also Elliott &
Dweck, 1988; Spinath & Stiensmeier-Pelster, 2003). In
the same vein, Grant and Dweck (2003) showed that the
debilitating effect of performance goals (defined as “ability goals”) was observed only on difficult tasks.
This idea is consistent with Elliot’s point of view on
the effect of performance-approach and performanceavoidance goals (Elliot, 1997, 1999; Elliot & Church,
1997). Indeed, according to these authors, performance-approach and performance-avoidance goals are
both motivated by fear of failure. This corresponds to
the feeling that competencies are under threat, and it is
defined by Atkinson (1957) as the general motive to
avoid failure. Performance-avoidance goals, because
they are linked to high fear of failure and low competence expectancy, focus individuals’ attention on the
possibility of failing and, thus, lead to a maladaptive
pattern of response and poor performance (Elliot &
Church, 1997; Elliot & McGregor, 2001; Elliot et al.,
1999; Skaalvik, 1997). Performance-approach goals,
however, are more complex. Indeed, although linked to
fear of failure, they also result from a high need for
achievement and high competence expectancies. Elliot
(1997, 1999) described performance-approach goals as
“hybrid goals” in the sense that they serve both
approach and avoidance motives. As a consequence, the
effects of these goals may depend on the accessibility of
each of these motivations, notably the extent to which
the task enhances competence expectancies or fear of
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failure. According to Elliot (1997, 1999), when a task
emphasizes competence expectancy (probability of
success), performance-approach goals may lead to an
adaptive pattern of responses. On the other hand, in a
situation emphasizing the possibility of failure, fear of
failure is aroused and the performance-approach goals
may then become equivalent to performance-avoidance
goals. It is interesting that a study about learning a new
way to solve mathematical problems by Barron and
Harackiewicz (2001, Study 1) manipulated the difficulty of the task and found a positive link between performance-approach goals and performance on this task
but only when the task was relatively easy. There was
no relationship between performance goals and task
performance when the task was difficult.
To summarize, performance-approach goals appear
to be most adaptive under conditions of low task difficulty or low fear of failure. Indeed, performanceapproach goals are not expected to enhance
performance when fear of failure is high (Elliot, 1997)
but there have not been many tests of this hypothesis. In
line with this idea, Barron and Harackiewicz (2001)
found that performance goals did not positively predict
performance when participants confronted a difficult
task, as discussed above. In other research, when participants perceived their competence as low (Elliott &
Dweck, 1988) or when the task was particularly hard
(e.g., Grant & Dweck, 2003), performance-approach
goals even became detrimental for performance. We
think that one feature common to all of these situations
is that they are steeped in uncertainty. Indeed, task difficulty, low perception of ability, and fear of failure all
leave the individual uncertain about expected performance. It seems, then, that uncertainty creates conditions
under which performance goals are no longer helpful but
may even become detrimental for performance.

A SITUATION OF HIGH UNCERTAINTY:
SOCIOCOGNITIVE CONFLICT
One type of situation that occurs frequently in learning settings may be particularly likely to arouse uncertainty: confrontation with another person who disagrees
about an answer. Some researchers call this situation
“sociocognitive conflict” (Buchs, Butera, Mugny, &
Darnon, 2004; Doise & Mugny, 1984; Mugny &
Doise, 1978). For these authors, the fact that another
person proposes a different answer puts an individual’s
knowledge into question and suggests that perhaps his
or her answer is wrong (Butera & Mugny, 1995, 2001;
Quiamzade & Mugny, 2001). This situation is, thus,
characterized by a double uncertainty: both an uncertainty about the validity of an answer and an uncertainty
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about personal competence. Consistent with this idea,
McGarty, Turner, Oakes, and Haslam (1993) have
demonstrated that disagreement with others enhanced
subjective uncertainty (see also Hardin & Higgins,
1996, for a discussion of this point). This view is also
consistent with other results (Pool, Wood, & Leck,
1998) showing that disagreement with relevant others
threatens self-esteem.
Many educational contexts involve the opportunity
to work with other students, whether in classroom discussions, study groups, or cooperative learning units.
Any time that interactions with others are possible, disagreement is likely to occur, and we believe it is important to study the effects of achievement goals in these
contexts. Indeed, if being confronted with disagreement
from a peer enhances uncertainty, then one might
expect performance goals to lose their positive potential
in these types of learning contexts.

OVERVIEW AND HYPOTHESIS
These experiments test the hypothesis that performanceapproach goals will be most effective under conditions of
low uncertainty and that they will be less advantageous
under conditions of high uncertainty. This will be tested
on typical academic tasks, namely, learning an academic
text (Experiment 1) and mathematical problem solving
(Experiment 2). In both studies, we manipulate uncertainty
by exposing some participants to sociocognitive conflict.
In Experiment 1, we test our hypothesis experimentally by
manipulating approach versus avoidance performance
goals and then exposing participants to another person
who either agrees or disagrees with their answer. This
uncertainty manipulation should lead participants to
doubt the validity of their own answer. When confronted
with a disagreeing other, the benefit of performanceapproach over performance-avoidance goals should be
lost relative to conditions in which peers agree. In Study 2,
we measure self-set achievement goals and manipulate
uncertainty in two ways. In addition to the manipulation
of sociocognitive conflict, we also manipulate uncertainty
about personal competence by providing some participants with negative feedback about their abilities.

EXPERIMENT 1
Participants received performance-approach versus
performance-avoidance instructions for a text learning
session and were led to think they were interacting with
another person. During this “interaction,” the other
person either agreed or disagreed with them about the
answers to questions about the text.
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Method

Overview
Instructions given to participants manipulated
performance-approach and performance-avoidance
goals. The materials and procedure were based on the
work of Darnon, Butera and Harackiewicz (2007):
After the goal instructions, students were led to believe
that they would interact with a partner via computers
(in fact, a standardized program) about a text they were
to learn. During this “interaction,” they received agreeing or disagreeing replies from their partner. Thus, the
design of this Experiment was a 2 (goal: performanceapproach, performance-avoidance) × 2 (partner’s position: agreement, disagreement) factorial design.

Pilot Study
A pilot study was conducted to determine whether our
goal manipulations would influence participants’ reports
of performance-approach and performance-avoidance
goals during the experiment. Participants were 51 French
psychology undergraduates, 5 men and 37 women (9 participants did not report their sex) with a mean age of
19.39 (SD = 2.2). They received performance-approach,
performance-avoidance, or no instructions (N = 17 per condition). In the performance-approach condition, participants
heard the following instructions:
The experimenters will evaluate your performance. It is
important for you to perform well and obtain a good
grade on the different tasks presented here. You should
know that a lot of students will do this task. You are
asked to keep in mind that you should try to distinguish
yourself positively, that is, to perform better than the
majority of students. In other words, what we ask you
here is to show your competencies, your abilities.

In the performance-avoidance condition, instructions
were as follows:
The experimenters will evaluate your performance. It is
important for you to avoid performing poorly and not
obtain a bad grade on the different tasks presented here.
You should know that a lot of students will do this task.
You are asked to keep in mind that you should try not to
distinguish yourself negatively, that is, try not to perform
more poorly than the majority of students. In other words,
what we ask you here is to avoid performing poorly.

In a control condition, no specific instructions were given.
Then participants were asked to read a social psychology
text and to complete performance-approach and performance-avoidance scales (Elliot & McGregor, 2001; see
Darnon & Butera, 2005, for the validation in French).

Performance-avoidance goals. The independent
variable was tested with two orthogonal contrasts, one
opposing the performance-avoidance condition (coded
+2) to the other two (–1 each) and one opposing the
performance-approach (+1) to the control condition
(–1). Because performance-approach and performance-avoidance goals were highly correlated (r =
.31, p < .03), performance-approach goals were
entered as a covariate. Results indicated that the first
contrast was significant, F(1, 47) = 5.19, p < .03,
η2 = .10, whereas the other was not, F(1, 47) = 1.32,
p = .26. As expected, the performance-avoidance
manipulation (M = 4.35, SD = 1.01) led to a greater
adoption of these goals than did the performanceapproach condition (M = 3.53, SD = 1.31) and control group (M = 3.71, SD = 1.16). As expected,
the covariate was also significant, B = .34, F(1, 47) =
6.73, p < .02, η2 = .12.
Performance-approach goals. The independent variable was tested with two orthogonal contrasts, one
opposing the performance-approach condition (+2) to
the two others (–1 each) and another one opposing the
performance-avoidance (+1) to the control condition
(–1). Performance-avoidance goals were entered as a
covariate. Results indicated that the first contrast was
significant, F(1, 47) = 5.37, p < .03, η2 = .10, whereas
the second was not, F(1, 47) < 1. The performanceapproach manipulation (M = 4, SD = 0.86) enhanced
the adoption of these goals compared to the two other
conditions (M = 3.61, SD = 1.13 for the performanceavoidance condition; M = 3.27, SD = 1.25 for the
control group). The covariate, as noted above, was
also significant. Therefore, these instructions were used
to induce performance-approach and performanceavoidance goals.

Participants
Eighty psychology undergraduates of a French university volunteered in the experiment for extra-credit
points. One participant appeared to be an outlier
because she had an uncommon studentized deleted
residual (Judd & McClelland, 1989) and, thus, has been
dropped from the analyses. The final sample was composed of 79 participants (between N = 19 and N = 20
per condition), 6 men and 73 women, with a mean age
of 21.72 (SD = 3.8). In this experiment, as in
Experiment 2, the majority of participants were women,
which reflects the distribution of students in the department of psychology. We tested for sex effects and found
no significant effects, nor did the inclusion of sex as a
factor change any of the results reported here.
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Procedure
Participants arrived at the laboratory in groups of
four. First, they were informed that they would have to
study a social psychology text cooperatively in dyads.
The text was about eyewitness testimony and had been
extracted from an applied social psychology textbook
(Py & Rainis, 2001). Participants were informed that
they would communicate with their partner in a computer-mediated interaction. Specifically, they would
each answer questions about the text and discuss them
with their partner. After the general instructions, participants were given either performance-approach or
performance-avoidance instructions (those tested in the
pilot study). They were then separated in different rooms.
Separately, they were told that they would be the first to
answer the questions about the text and were shown
how to use the computer.
The text was divided into four sections. One question
was asked for each section. First, a part of the text
appeared on the screen. Participants were instructed to
read it and to press a key when finished. Then, the question appeared on the screen, which participants
answered. These were open-ended questions that
referred to the factual content of the text. For example,
one question about information processing was as follows: “Which one of the two types of information processing (deep vs. surface) favors a global representation
of the person?” Participants had to type in their answer
and send it to their partner. After a few seconds, they
received the so-called partner’s answer, which in fact
was a prerecorded sentence sent by the computer.
The partner’s messages had been standardized to
induce, or not, a disagreement, which was the second
independent variable. Indeed, the question was easy
enough that almost all participants gave the correct
answer to all questions (but they did not receive feedback about the correctness of their answers). The partner’s answer (actually the prerecorded answer) was,
therefore, either in agreement or in disagreement with
the participant’s. For example, as an answer to the
question mentioned earlier, all participants correctly
answered “deep processing.”1 In the disagreement condition, the partner’s answer was as follows:
I rather thought that the surface processing was the one
which led to a global representation (taking into
account only the main characteristics) whereas the deep
processing took into account more information and,
thus, favored a detailed vision, a specific one.

In the agreement condition, the partner’s answer was
this: “Yes, that’s also what I would have answered.”
Disagreements were, therefore, based on incorrect answers
from the partner (as in Mugny, Lévy, & Doise, 1978)
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but corresponded to a plausible (nonaberrant) point of
view. After receiving the partner’s answer, participants
could decide whether to respond to their partner. They
also had the option of returning to the text if they
wished. The same procedure was carried out for the
four questions. The partner’s answer to Question 2 was
always an agreement, just to make the procedure plausible. Hence, there were three disagreements and one
agreement in the disagreement conditions and four
agreements in the agreement conditions. After this interaction phase, participants were asked to complete a
questionnaire (see the next section) and take a multiplechoice test on the information contained in the text.

Measures
Manipulation check. Participants were asked to
report the amount of divergence between their partner
and themselves (M = 2.91, SD = 2.03) on a scale ranging from 1 (very little) to 7 (very much). To measure
uncertainty, participants were asked to report to what
extent their partner’s answer made them doubt their
own answer (“made you think you had not understood
the text well,” “made you think you weren’t very competent in these types of tasks,” “made you feel afraid to
say or to have said something wrong,” M = 2.25, SD =
1.53, α = .87).
Return to the text. Participants had the opportunity to
go back to the text after reading the partner’s answer. The
number of returns was recorded (M = 1.03, SD = 1.38).
Reply to the partner. After the partner’s answer, participants also had the opportunity to reply to their partner. The number of replies ranged from 0 (never
answered) to 4 (decided to answer for all questions;
M = 1.48, SD = 1.25).
Performance. Performance was measured in terms of
the score on the multiple-choice test containing 12 questions assessing the understanding of the text. This questionnaire, although in a multiple-choice format, was not
merely a recall task because it involved questions that
required participant to apply the notions studied in the
text to a problem. Because of the possible negative
points (–0.25 for each mistake), scores ranged from –3
to +12 (M = 7.17, SD = 2.4).
Results

Manipulation Check of Disagreement
Because variance was quasi-null in one condition, the
perceived divergence variable has been transformed into
a nominal variable opposing 1 (very little) to 2 through 7
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TABLE 1:

Zero-Order Correlations for Experiment 1

Variable
1.
2.
3.
4.

Uncertainty
Return to the text
Reply to the partner
Performance

1
1.00
.45***
.44***
–.25*

2

3

4

9
8.5

1.00
.60***
–.03

1.00
–.11

8
1.00

7.5

*p < .05. **p < .01. *** p < .001.
7

(at least “a little” perceived divergence). Participants in
the disagreement condition all checked within the 2 to 7
range (N = 40/40) while 38 of 39 participants in the
agreement condition checked 1, χ2 (1) = 72.25, p < .001.
For the variables below, a 2 (goals: performanceapproach, performance-avoidance) × 2 (partner’s position: disagreement, agreement) ANOVA was performed.
Zero-order correlations are reported in Table 1.

6.5
6
5.5
Performance-approach
Agreement

Figure 1

Manipulation Check of Uncertainty
The significant main effect of partner’s position on
uncertainty, F(1, 75) = 92.68, p < .001, η2 = .55,
revealed that disagreement (M = 3.35, SD = 1.43)
made participants more uncertain than agreement did
(M = 1.12, SD = 0.35). The main effect of goals was
not significant, F(1, 75) < 1. However, the interaction
between the two variables approached significance, F(1,
75) = 2.95, p < .09, η2 = .04. Uncertainty was higher
in the performance-approach condition (M = 3.7,
SD = 1.49) than in the performance-avoidance condition (M = 3.0, SD = 1.32) only when there were disagreements, F(1, 75) = 4.62, p < .04, η2 = .06.
Without disagreement, uncertainty was low in both
performance-approach (M = 1.07, SD = 0.24) and
performance-avoidance (M = 1.17, SD = 0.43) goal
conditions. The two conditions did not differ,
F(1, 75) < 1.

Return to the Text
The main effect of partner’s position was significant,
F(1, 75) = 35.88, p < .001, η2 = .33. After disagreement (M = 1.77, SD = 1.56), participants chose to go
back to the text more than after agreement (M = 0.25,
SD = 0.49). Moreover, the marginal main effect of
goals, F(1, 75) = 2.88, p < .10, η2 = .04, indicated that
participants in the performance-approach conditions
(M = 1.23, SD = 1.67) tended to return to the text
more often than those in performance-avoidance conditions (M = 0.80, SD = 0.99). This effect was qualified
by a significant interaction between partner’s position
and goals, F(1, 75) = 4.2, p < .05, η2 = .05. The difference between approach (M = 2.25, SD = 1.80) and
avoidance (M = 1.30, SD = 1.13) goals appeared only
under disagreement, F(1, 75) = 7.1, p < .01, η2 = .09.

Performance-avoidance
Disagreement

Performance as a function of partner’s position and goal
condition (Experiment 1).

It was not significant in the agreement condition, F(1,
75) < 1, M = 0.21, SD = 0.53 for performanceapproach, M = 0.30, SD = 0.47 for performanceavoidance.

Reply to the Partner
A main effect of partner’s position, F(1, 75) = 49.46,
p < .001, η2 = .38, indicated that after disagreement
(M = 2.25, SD = 1.8) participants chose to reply more
than after agreement (M = 0.69, SD = 0.91). Neither the
main effect of goal, F(1, 75) < 1, nor the interaction,
F (1, 75) = 2.67, p = .11, η2 = .03 were significant.

Performance
Neither the main effect of disagreement, F(1, 75) =
2.14, p = .15, η2 = .03, nor the main effect of goals, F(1,
75) = 2.74, p = .10, η2 = .04, reached significance.
However, as expected, the interaction between the two
variables was significant, F(1, 75) = 4.26, p < .05, η2 =
.05. Simple effects show that, as can be seen in Figure 1,
the performance-approach condition (M = 8.54, SD =
2.25) led to a better performance than did the performance-avoidance condition (M = 6.6, SD = 1.66) but
only in the agreement conditions, F(1, 75) = 6.83, p <
.02, η2 = .08. When associated with disagreement, the
performance-approach (M = 6.7, SD = 2.51) and the
performance-avoidance conditions (M = 6.91, SD =
2.71) were equivalent, F(1, 75) < 1. It is worth noting
that these analyses also indicated that in the performance-approach condition disagreement led to poorer
performance than agreement, F(1, 75) = 6.15, p < .02,
η2 = .08. No differences were observed in the
performance-avoidance goals condition, F(1, 75) < 1.
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Discussion
As expected, disagreement made participants uncertain about the validity of their answer and encouraged
behaviors intended to reduce this uncertainty. Indeed,
participants chose to return to the text more after disagreement than after agreement. In the same vein, disagreement encouraged exchanges; participants who had
been confronted with disagreement not only reread the
text more but also replied more to the partner, echoing
Festinger’s (1950) view that disagreement is the key element making people communicate. Moreover, our
results helped clarify the distinctive effect of performance-approach and performance-avoidance goals.
Indeed, under conditions of disagreement performanceapproach goals promoted the return to the text after the
partner’s answer, a behavior quite typical of approach
motivation (Elliot, 1997).
Replicating earlier findings (e.g., Elliot & Church,
1997; Elliot et al., 1999), we found that performanceapproach goals were more beneficial for performance
than were performance-avoidance goals but—and this
is the contribution of the present experiment—only
under conditions of agreement (low uncertainty). We
found a different pattern of results when there were disagreements; in this condition of uncertainty, the two
goals led to the same low level of performance.
Thus, the results of this experiment support the
hypothesis that positive effects of performance-approach
goals may only appear when uncertainty is low.
However, important limitations may be noted. First, as
mentioned earlier, theorists have argued that disagreement introduces a double uncertainty: an uncertainty
about the correctness of an answer and an uncertainty
about personal competence (Butera & Mugny, 2001). In
this experiment, the conflict manipulation raised uncertainty about the correctness of an answer but did not necessarily raise uncertainty about personal competence.
Indeed, disagreements in this study were oriented toward
the content and interpretation of the text, and there was
no reference to the participant’s ability (see Darnon,
Buchs, & Butera, 2002, for different formulations of
interpersonal conflict). An interesting extension of these
findings would be to explore whether the same effects
occur under conditions of uncertainty about personal
competence. In other words, would performanceapproach goals prove maladaptive if, instead of doubting
the validity of their answer, participants were led to
doubt their personal competence? Experiment 2 will
address this question.
Moreover, in this experiment, goals were manipulated. However, much of the achievement goal literature
concerns studies of self-set achievement goals, and positive links between performance-approach goals and
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academic performance have been documented most
extensively in studies in which goals are not manipulated but measured (e.g., Elliot & Church, 1997; Elliot
& McGregor, 2001; Elliot et al., 1999; Harackiewicz
et al., 1997; 2000; 2002; P. Pintrich, 2000; see, however, Senko & Harackiewicz, 2002, or Elliot et al.,
2005, for exceptions). Experimentally manipulated
goals do not always have the same effects that self-set
goals do (Barron & Harackiewicz; 2001; Linnenbrink,
2005). It is, therefore, important to examine moderators of self-set goal effects. In Experiment 2, we tested
the moderation of the effects of self-set performanceapproach and performance-avoidance goals on performance by disagreement and negative feedback. We
should observe a similar pattern of moderation as in
Experiment 1, such that performance-approach goals
should be most predictive of performance under conditions of low uncertainty.

EXPERIMENT 2
As in Experiment 1, participants were led to think
they were interacting with a coactor during a learning
task. This experiment, however, differs from Experiment
1 in three ways: First, in contrast to Experiment 1, the
performance-approach and performance-avoidance
goals were not manipulated but rather assessed as selfreport variables. Second, in addition to the disagreement factor, another factor was manipulated to create
uncertainty: negative feedback about personal competence. Finally, the task used in Experiment 2 was different from the task used in Experiment 1. It involved
learning a new technique to solve multiplication
problems.
As in Experiment 1, disagreement was predicted to
moderate the effect of performance-approach goals;
that is, the benefits of performance-approach goals
should appear only without disagreement. The same
moderation should be observed with negative feedback,
such that performance-approach goals should have positive effects in the absence of negative feedback. In contrast, performance-avoidance goals should always
negatively predict performance, regardless of disagreement or negative feedback.
Method

Participants
For extra credit, 133 undergraduate students at a
large Midwestern U.S. university participated. They
were 77 women and 56 men randomly assigned to one
of the four experimental conditions (between N = 30
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and N = 35 per condition). As in Experiment 1,
no main effect of sex was observed, and the inclusion
of sex as a factor did not change any of the results
reported here.

Procedure
The procedure was close to that used in Experiment
1 but it was adapted to the math task as well as the
feedback variable. Two or four same-sex participants
came to the lab at the same time and were informed that
they would study a new method to solve mathematical
problems mentally, without paper and pencil. There
were two contiguous rooms, each with two computers,
and each participant sat in front of a computer. The
experimenter stood between the two rooms so that he
or she could talk to the four (or two) participants at the
same time. Participants were first asked to fill out a goal
questionnaire. Then they were told that the new method
would be taught on the computer and that at some
point they would communicate with one of the three
other participants (or if they were two participants,
with the other) via Ethernet.
The first part of the program was a test of math abilities. Participants were asked to solve as many problems
as possible using their regular way of solving problems
(they were given a paper and a pencil and had to report
their answer on the computer). After 2 minutes, they
had to hit a button, which brought them to the next
screen. On this screen, participants read, “Now that
you have solved some problems using the traditional
method, it is time to start learning the new method.”
Then, on the same page, the negative feedback was or
was not introduced. In the negative feedback condition,
the screen contained the following sentence: “Our
research indicates that the ability to learn this new
mental math technique depends on basic mathematical
skills. Your score on the last problem set indicates
that:” and then four options were presented: “You
should find it easy to learn the new method,” “You
should learn the method with only minor difficulties,”
“You may have some difficulty learning the new
method,” and “You may have a lot of difficulty learning the new method.” The third one (“some difficulty”)
was checked and written in red (the others were written
in black). The screen in the no feedback condition did
not contain this information.
Next, the experimenter took away the paper and
pencils and asked participants to put their headphones
on and start the learning program. This method was
inspired by Flansburg and Hay (1994) and involves a
left-to-right strategy to solve two-digit multiplication
problems mentally (see Barron & Harackiewicz, 2001).
At the end of this learning session, they had the
opportunity to practice on a set of problems. They were

then told that they would start the “cooperative learning” time. For each phase of the four problems, participants were presented with a multiplication problem and
were asked to type their answer and the number they
obtained at different steps of the method to reach this
answer. Then they were asked to hit a button that
ostensibly sent their answer to their partner via
Ethernet. They then received the partner’s answer. This
answer was either in disagreement or in agreement with
the participant’s own answer. In the disagreement condition, the partner gave an incorrect solution that corresponded to a common mistake for this task on three
of the four problems. In the agreement condition, the
partner always agreed; that is, he or she always gave the
correct answer.2 Participants had the opportunity to
answer their partner or they could just wait until the
experimenter’s signal to continue. The procedure was
the same for the four problems.
After the last of these four problems, they received
the “official problems sets” on paper. They had 6 minutes to solve as many problems as possible using the
new technique. Afterward, they were asked to complete
a questionnaire containing the manipulation check of
the disagreement and negative feedback. They were
then thanked and debriefed.

Measures
Pretest ability. The number of problems correctly
solved on the pretest was used as a baseline measure of
initial ability (M = 4.56, SD = 1.73).
Achievement goals. The performance-approach and
performance-avoidance goals measures were based on
scales developed by Elliot and McGregor (2001). The
performance-approach goals scale contained 3 items
(“It is important for me to do well compared to others
in this experiment”; “It is important for me to do better
than other students”; “My goal in this experiment is to
perform better than most of the other students on the
math problems,” M = 4.36, SD = 1.49, α = .93). The
performance-avoidance goals scale contained 2 items
(“My goal in this experiment is to avoid performing
poorly”; “I just want to avoid doing poorly in this
experiment,” M = 4.98, SD = 1.37, α =.72).
Manipulation check of disagreement. Participants
were asked to report the number of problems on which
they and their partner disagreed (M = 1.36, SD = 1.27)
during the interaction on a scale from 0 to 4.
Manipulation check of uncertainty. Participants were
asked to report how often during the experiment they
felt uncertain about their answer (“thought they had
not understood the method well,” “thought they were
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Descriptive Statistics and Zero-Order Correlations for Experiment 2

Variable

Possible Range

1. Performance-approach
goals
2. Performance-avoidance
goals
3. Pretest math ability
4. Perceived competence
5. Uncertainty
6. Performance (problems
correctly completed)

M

SD

1-7

4.36

1.49

1-7
0-10
1-7
1-7

4.98
4.56
5.89
2.67

1.37
1.73
1.20
.91

0-63

27.88

8.28

1

2

3

4

5

1
.53***
.05
.12
.10
–.02

1
.16
–.10
.24**
–.05

1
–.01
–.10
.32***

1
–.57***

1

.28**

–.33***

*p < .05. **p < .01. ***p < .001.

not very competent in using this method,” “felt afraid
that they had given incorrect answers”) on a scale ranging from 1 (not at all) to 7(very much), M = 2.67,
SD = 1.20, α = .80.
Manipulation check of perceived competence.
Participants were asked to report the extent to which
they thought they “understood the method well,”
“managed to solve the problems correctly,” “are competent on this type of task” on a scale from 1 (not at all)
to 7 (very much), M = 5.89, SD = 0.91, α = .89.
Performance. The number of problems correctly
solved on the official sets was the measure of performance. This score ranged from 3 to 50 (M = 27.88,
SD = 8.28).

Interactions were based on the centered variables. In
preliminary analyses, all possible two- and three-way
interactions were tested. Interactions that were not significant in preliminary analyses (at a level of p <. 01)
were trimmed from the final model. Thus, the final
model included 11 terms: 5 main effect terms (performance-approach goals, performance-avoidance goals,
disagreement, feedback, pretest ability) and 6 interactions terms (disagreement × feedback, disagreement ×
performance-approach goals, disagreement × performance-avoidance goals, performance-approach goals ×
performance-avoidance goals, feedback × performance-approach goals, disagreement × feedback ×
performance-approach goals). Predicted values were
used to interpret significant interactions.

Manipulation Check
Results

Descriptive and Correlational Analyses
Overall, participants reported endorsing performanceapproach goals (M = 4.36, SD = 1.49) to a lesser extent
than performance-avoidance goals (M = 4.97, SD = 1.37),
F(1, 131) = 26.04, p <.001, η2 = .17. The positive correlation between these two goals (r = .53) suggests that
participants who adopted performance-approach goals
were also likely to adopt performance-avoidance goals. The
descriptive statistics and zero-order correlations for variables measured in Experiment 2 are reported in Table 2.

Overview of Regression Analyses
Multiple regressions analyses were used to analyze
data. The basic model tested on each outcome included
the main effects for performance-approach goals, performance-avoidance goals (both measured continuously),
disagreement (–1 = agreement, 1 = disagreement), feedback (no feedback = –1, negative feedback = 1).
Moreover, initial math ability was entered as a covariate. Multicolinearity statistics indicated correct indexes.

Disagreement. As in Experiment 1, the variance of
the perceived divergence variable was quasi-null in one
of the conditions. Thus, it has also been dichotomized
into a nominal variable opposing 0 or 1 perceived divergence to 2, 3 or 4 perceived divergences. Fifty-nine participants perceived at least 2 divergences between
themselves and their partner in the disagreement condition, whereas only 2 did in the agreement condition, χ2
(1) = 105.12, p < .001.
Uncertainty. As far as uncertainty was concerned, the
overall model was significant, F(11, 119) = 2.05,
p < .03. It revealed a main effect of disagreement, B =
.23, F(1, 118) = 4.62, p < .04, η2 = .04. As in
Experiment 1, participants doubted their own answers
more in the disagreement condition, M = 2.89, SD =
1.26, than in the agreement condition, M = 2.44, SD =
1.10. Moreover, the main effect of performance-avoidance goals, B = .27, F(1, 118) = 8.52, p < .005, η2 = .07,
indicated that the higher the performance-avoidance
goals, the greater the uncertainty about the answer. No
other effects were significant.
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30

30

29

29

28

28

27

27
26

26

25

25

24

24
Low performance-approach
goals

High performance-approach
goals

Low performance-approach High performance-approach
goals
goals
No feedback

Agreement

Figure 3
Figure 2

Negative feedback

Disagreement

Link between performance-approach goals and performance as a function of partner’s position (Experiment 2).

Perceived competence. The overall model was not
significant, F(11, 118) = 1.35, p = .20. However, it
revealed a negative main effect of feedback, B = –.18,
F(1, 118) = 4.58, p < .04, η2 = .04. Negative feedback
induced lower perceptions of competence, M = 5.72,
SD = 1.01, than the condition without feedback, M =
6.04, SD = 0.78. There was also a significant main
effect of performance-approach goals, B = .18, F(1,
118) = 7.63, p < .007, η2 = .06, and a marginally significant main effect of performance-avoidance goals,
B = –.13, F(1, 118) = 3.14, p < .08, η2 = .03. The
higher the performance-approach goals endorsement,
the higher the perceived competence, but the higher the
performance-avoidance goals endorsement, the lower
the perceived competence.

Performance
As far as performance was concerned, the overall
model was significant, F(11, 119) = 3.74, p < .001. It
revealed a significant main effect for pretest ability, B =
1.69, F(1, 119) = 18.98, p < .001, η2 = .14. The higher
the initial ability, the higher the score on the official
problem sets. Moreover, as expected, we found a significant interaction between performance-approach goals
and disagreement, B = –1.29, F(1, 119) = 5.48,
p < .03, η2 = .04. As can be seen in Figure 2, the slope
for performance-approach goals was positive in the
agreement conditions (B = 1.05) but negative in the disagreement conditions (B = –1.01).
We had predicted the same type of moderation by the
negative feedback and, indeed, the interaction between
performance-approach goals and feedback was significant,

Link between performance-approach goals and performance as a function of feedback (Experiment 2).

B = –1.36, F(1, 119) = 7.21, p < .009, η2 = .06,
indicating that performance-approach goals positively
predicted performance when there was no feedback
(B = 1.22) but negatively predicted performance when
there was negative feedback (B = –1.18). This result is
illustrated in Figure 3.
Finally, a three-way interaction between disagreement, feedback, and performance-approach goals was
observed, B = –1.06, F(1, 119) = 4.74, p < .04, η2 =
.04. As can be seen in Figure 4, the moderation of the
performance-approach goal effect by the negative feedback was most evident in the disagreement as opposed
to agreement condition. In fact, the only condition in
which performance-approach goals negatively predicted
performance was the condition with both disagreement
and negative feedback (B = –3.59). In this condition,
the more participants endorsed performance-approach
goals, the more poorly they performed.
We had predicted a main effect for performanceavoidance goals, indicating that the higher the performance-avoidance goals, the lower the performance.
Contrary to this hypothesis, performance-avoidance
goals did not have a significant main effect on performance, B = –.48, F(1, 119) = .66, p = .42, η2 = .005.
However, an interaction between the two goals, B =
.71, F(1, 119) = 5.59, p < .03, η2 = .04, indicated that
the effect of performance-avoidance goals varied
according to the level of performance-approach goal
endorsement. Performance-avoidance goals negatively
predicted performance, as predicted, but only when
associated with a low performance-approach goal. This
result is illustrated in Figure 5.
Moreover, an interaction between performanceavoidance goals and disagreement was observed, B =
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32

15.6
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Link between performance-avoidance goals and performance as a function of level of performance-approach
goal endorsement (Experiment 2).

1.25, F(1, 119) = 4.52, p < .04, η2 = .04. As can be
seen in Figure 6, the negative relation between performance-avoidance goals and performance was observed
only in the agreement condition (B = .73). In the disagreement conditions, performance was low regardless
of the level of endorsement of performance-avoidance
goals (B = –1.78).
Discussion
This experiment was designed to address two issues.
First, we sought to replicate the findings of Experiment

Agreement

Figure 6

Disagreement

Link between performance-avoidance goals and performance as a function of partner’s position (Experiment 2).

1 but with self-set goals rather than manipulated goals.
Second, we addressed the question of whether the moderation of performance-approach goals effects by disagreement would also be observed with a different
manipulation of uncertainty, one based on personal
competence rather than the validity of an answer.
Our manipulation check results indicated that the negative feedback and disagreement were both effective in
inducing uncertainty. As in Experiment 1, disagreement
enhanced uncertainty about the validity of the participant’s answers (even though they were correct). In contrast, the negative feedback did not enhance uncertainty
about the validity of an answer but only uncertainty
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about personal competence. Although these two factors
led to different kinds of uncertainty, they each moderated
the effects of performance-approach goals in the same
way. Indeed, we observed an interaction between performance-approach goals and disagreement as well as an
interaction between performance-approach goals and
negative feedback. The first interaction affords a conceptual replication of Experiment 1. The second indicated
that the same dynamic appeared with uncertainty about
personal competence.
We expected performance-avoidance goals to be negatively linked to performance across experimental conditions. Contrary to this hypothesis, the main effect of
performance-avoidance goals was not significant.
However, the significant interaction between performance-avoidance goals and disagreement revealed that
performance-avoidance goals were predictive of performance (as also found by Elliot & Church, 1997; Elliot
& McGregor, 2001; Elliot et al., 1999; Sideridis, 2005;
Skaalvik, 1997) but only in no-conflict conditions.
Under conflict conditions, however, performance was
low regardless of performance-avoidance goal endorsement, perhaps because all participants experienced
uncertainty when their partner disagreed with them.
Moreover, this interaction effect is consistent with the
results of Experiment 1, indicating that performanceavoidance goals undermined performance relative to
performance-approach goals in agreement conditions
but not in disagreement conditions.
The high correlation between performance-approach
and performance-avoidance goals suggests that individuals can and do adopt both types of goals and that it is
important to test their separate and interactive effects
(Barron & Harackiewicz, 2001; Pintrich, Conley, &
Kempler, 2003). The interaction between performanceavoidance and performance-approach goals indicates
that, when associated with strong endorsement of performance-approach goals, performance-avoidance goals
were not detrimental to performance. This result suggests
that endorsing both kinds of performance goals may be
more adaptive than endorsing only performance-avoidance goals, perhaps because the approach goal buffers the
negative effect of the avoidance goal. This finding highlights the possibility of multiple goals endorsement, a possibility so far addressed only for mastery and performanceapproach goals (Barron & Harackiewicz, 2001;
Harackiewicz et al., 2002).

GENERAL DISCUSSION
The aim of these two experiments was to address the
question of performance goal effects on performance. We
hypothesized that performance-approach goals should

enhance performance as compared to performanceavoidance goals but only under conditions of low uncertainty. In contrast, performance-avoidance goals were
expected to undermine performance regardless of the
level of uncertainty. Considered together, the results of
our experiments strongly support our hypothesis. In
Experiment 1, this hypothesis was explored in a setting in
which we manipulated conflict through the confrontation
with a disagreeing versus agreeing coactor. Results
showed that as expected, and as observed in previous
research (McGarty et al., 1993), the manipulation of conflict enhanced uncertainty. The critical test of our hypothesis,
however, concerned performance. Performance-approach
goals indeed had an advantage over performance-avoidance goals in case of agreement but this benefit was lost
as soon as participants were confronted with disagreements. Consistent with our hypothesis, then, it was only
when uncertainty was low (no disagreement) that performance-approach goals had more positive effects on performance than performance-avoidance goals did. In
Experiment 2, the same hypothesis was tested in a situation in which we manipulated two kinds of uncertainty:
uncertainty about the correct answer (affording a conceptual replication of Experiment 1) and uncertainty
about personal competence (extending our findings). In
addition to the disagreement manipulation, some participants received negative feedback about their early performance. Moreover, in this experiment, goals were
measured rather than manipulated as in Experiment 1.
Results not only replicated the findings of Experiment 1,
showing a moderation of the effects of performanceapproach goals by disagreement, but also demonstrated
that the same dynamic happened with negative competence feedback.
Taken together, these two experiments confirm, in line
with the revised perspective of achievement goals
(Harackiewicz et al., 2002), that performance-approach
goals can have positive effects on performance. It should
be noted, however, that in the present studies as well as
in previous research, this positive link can be understood
in terms of the particular goal structure implicit in the
research context (Meece, Anderman, & Anderman,
2006), namely a large university. At the university,
indeed, competence is typically defined in terms of relative abilities. In other words, the goal to outperform others is consistent with the contextual goal structure and is,
in this sense, adaptive. This could explain why, in such a
structure performance-approach, goals positively predict
achievement. Our results, however, highlight that this
benefit is not observed in all situations. Indeed, when participants felt uncertain about their answer or their ability,
performance-approach goals did not promote performance. In a condition of very high uncertainty, such as
the condition in Experiment 2 in which there was both
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negative feedback and disagreement from the partner,
performance-approach goals were actually detrimental
for performance. This finding is consistent with Elliot’s
(1999) point of view that these goals are hybrid goals and
that their effects are mixed and highly dependent on the
context. Our results are also consistent with the Barron and
Harackiewicz (2001) study documenting that the effects of
performance-approach goals were moderated by task difficulty. Although they found positive of performanceapproach goals on easier problems, performance- approach
goals failed to predict performance on more difficult
problems, perhaps because participants were uncertain of
their ability to solve them.
As far as performance-avoidance goals are concerned,
our findings showed, as in previous research, that these
goals are not adaptive (see Elliot & Church, 1997; Elliot
& McGregor, 2001; Elliot et al., 1999; Sideridis, 2005;
Skaalvik, 1997). The results of Experiment 2 qualified
this general assertion, however, because performanceavoidance goals did not have uniformly negative effects
on performance. In situations of high uncertainty, the
negative relationship between performance-avoidance
goals and performance was attenuated. Moreover, we
found significant interactions between performanceapproach and performance-avoidance goals, suggesting
that the negative effects of avoidance goals can be compensated by performance-approach goal endorsement.
Even if our results support the idea that these goals never
lead to positive outcomes, they do suggest that in some
situations (disagreement), or when associated with other
more positive goals (performance-approach), these goals
are not negatively linked to performance.
It is important to note that we only examined performance goals in this research, but uncertainty might also
moderate mastery goals effects and this will be important
to examine in future research. More specifically, and in
contrast to performance goals, we might expect mastery
goals to be particularly adaptive in high uncertainty conditions. Indeed, recent research indicates that performance
is promoted when mastery goals are associated with high
levels of task difficulty (Senko & Harackiewicz, 2005a) or
pursued in conflict conditions (Darnon et al., 2007).
Future research will also have to clarify the precise nature
of the uncertainty created in the present experiments.
Uncertainty may be related to self-efficacy (Bandura,
1982), and it is possible that participants doubted their
ability to achieve certain levels of performance. Another
possibility is that what matters is the uncertainty about
one’s ability to provide evidence of her or his competence.
In the two kinds of uncertainty conditions studied here,
participants were not sure whether they could achieve
their performance goals (to perform well relative to
others). This may have caused them switch to some selfhandicapping strategies, such as withdrawal of effort,
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thereby undermining their performance (Rhodewalt &
Tragakis, 2002).
Moreover, one possible interpretation of these findings could be that the effect of disagreement (Experiments
1 and 2) and negative feedback (Experiment 2) could
have been, in fact, to transform the performanceapproach goals into performance-avoidance goals. This
idea would be supported by recent results from Senko
and Harackiewicz (2005b), who showed that poor performance on early exams enhanced the endorsement of
performance-avoidance goals. One could argue that the
participants in our study who had endorsed performance-approach goals may have actually switched to
an avoidance focus after a disagreement or negative
feedback. This could explain why, in these latter conditions, performance-approach goals had negative links
to performance. A study measuring goals before and
after a disagreement or a feedback manipulation would
allow closer analysis of this possibility.
In sum, we believe that these studies contribute to an
understanding of achievement goals processes. Consistent
with recent research (see Senko, Durik & Harackiewicz,
in press), these results suggest that performanceapproach goals, when not associated with uncertainty,
have positive effects on performance. However, our
results also indicate that as soon as students become
uncertain, either because of doubts about their answer
or because of doubts about their ability to answer correctly, performance-approach goals become less adaptive. This point is of great importance. Indeed, because
many studies have now shown the positive link between
performance-approach goals and exam performance,
one might recommend promoting not only mastery but
also performance-approach goals in classrooms (e.g.,
Hidi & Harackiewicz, 2000; Rawsthorne & Elliot,
1999). Our results, however, indicate that performanceapproach goals may only have positive effects if what is
demanded in the task is something that seems easy and
does not enhance uncertainty. This is a very important
issue. Indeed, we think it is almost impossible—and not
desirable—to make academic work free from uncertainty. As argued before, academic contexts imply discussions and thus conflict. The results of the current
research suggest that in such contexts, performanceapproach goals may become detrimental to learning.
NOTES
1. Because the partner’s responses were preprogrammed, it was
impossible to create agreement if the participant got two or more
problems wrong. Five participants were excluded from the sample on
this basis. We did, however, retain participants who got one problem
wrong because it was possible to establish agreement on three of the
four trials. The pattern of results did not change if we excluded these
individuals from analyses.
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2. As in Experiment 1, the participants who gave an incorrect
answer for two problems or more were dropped from the analyses
(N = 16). We did, however, retain participants who got only one
problem wrong. The pattern of results did not change if we excluded
these individuals from analyses.
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We interviewed 36 practicing teachers, using phenomenological methods to examine what, when, where,
and to whom teachers offer choice. Teachers participated in pilot, interview, and member-check phases.
Our final results focused on the following main points: (a) Teachers believe that choice promotes learning
and motivation; (b) choice is used in a number of ways; (c) teachers have a variety of reasons for giving
choices; and (d) teachers imposed limits on classroom choice based on (e) student age, ability, and prior
knowledge and (0 teacher experience, efficacy, and management style.

This study examines teacher's beliefs about instructional choice
in the classroom. We undertook this study because we are frequently asked by pre-service teachers to comment on the role of
choice in the classroom. Unfortunately, we have had very little to
say on this topic because there is virtually no research base on
either the effects of choice on learning or on how teachers implement choice in the classroom. Our goal in this study is to describe
in teachers' own words what type of choices they offer students,
how they decide when and to whom choices should be given, and
why they offer these choices.
The present research uses semistructured interviews to examine
teachers' beliefs about the use of choice in their classrooms. We
draw on phenomenological methodology in which a select group
of participants describe a phenomenon in their own words. The
purpose of this methodology is to generate rather than test theory.
Below, we summarize previous research on choice and highlight
some of the limitations of these studies. We then describe our
methodology in more detail and summarize our main findings.
Theoretical consequences of our findings, as well as their relationship to existing psychological theories, are reserved for the Discussion section of this article.

studies have examined the role that perceived control (i.e., selfjudgments of personal competence or autonomy) plays in intrinsic
motivation (Boggiano, Main, & Katz, 1988; Skinner, Wellborn, &
Connell, 1990; Williams & Deci, 1996). These studies indicate that
greater perceived autonomy results in higher levels of intrinsic
motivation and enjoyment, especially when the desire for control
is high (Law, Logan, & Baron, 1994).
A small but important set of choice-related studies has appeared
in the computerized testing literature. These studies typically compare computer-adapted tests (CAT; i.e., those in which a computer
selects test items for an examinee) with self-adapted tests (SAT;
i.e., those in which examinees select test items from one of several
preassigned difficulty levels). Rocklin and O'Donnell (1987) and
Rocklin, O'Donnell, and Hoist (1995) found that college students
performed better on a self-adapted test compared with a computeradapted version. Wise, Plake, Johnson, and Roos (1992) showed
that individuals taking the self-adapted version reported significantly lower posttest anxiety. Wise, Roos, Plake, and NebelsickGullet (1994) found that the type of test one completes has no
effect on posttest anxiety provided one is allowed to choose the
test's format (i.e., CAT vs. SAT). In a follow up study, Wise,
Roos, Leland, Oats, and McCrann (1996) reported that individuals
with a high desire for control were significantly more likely to
select a self-adapted rather than a computer-adapted test. Thus, the
ability to choose how one is tested appears to reduce anxiety,
regardless of the type of test one takes, and especially if one has a
high desire for control. It can be concluded that choice, under these
conditions, leads to a decrease in negative affect (anxiety) or
improved affect.

Empirical Research on Choice and Learning
There is little research on choice. However, there is an extensive
literature that examines the role controlling environments (e.g.,
teachers and structured classroom settings) play in autonomy and
learning (Flink, Boggiano, & Barrett, 1990; Grolnick & Ryan,
1987; Miserandino, 1996; Ryan, Connell, & Grolnick, 1992).
These studies suggest that controlling environments reduce a sense
of personal autonomy and intrinsic motivation and result in decreased learning and poorer attitudes about school (Enzle &
Anderson, 1993; Weinert & Helmke, 1995). A number of other

We also identified four studies that examined the effect of
choice on learning outcomes. Zuckerman, Porac, Lathin, Smith,
and Deci (1978) asked 80 college students to select puzzles they
would like to work on during an experimental session. Forty yoked
pairs were created such that each individual in the choice condition
selected three of six puzzles to work on, then indicated how much
time he or she would allot to each puzzle. Individuals in the yoked
group were assigned the puzzles and the same time allotments
selected by individuals in the choice group. Individuals who were
allowed to choose reported a greater feeling of control, indicated
that they would be more willing to return for another session of
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puzzle solving, and spent significantly more time solving similar
puzzles in a free-choice period at the end of the experiment.
Cordova and Lepper (1996) examined the role of choice when
elementary school children used computer-aided learning environments to improve arithmetical and problem-solving skills. Allowing children to make choices positively affected several measures
of affective engagement, including perceived competence, a preference for greater task difficulty, overall liking, and a greater
willingness to stay after class compared with students in a control
group. In contrast, there were few significant effects for choice
with respect to cognitive engagement variables. Specifically,
choice had no impact on use of hints, use of complex problemsolving operations, or the amount of strategic play, although those
students given choice performed significantly better on a
follow-up math test. A related study by Parker and Lepper (1992)
also failed to report differences in cognitive engagement as a
function of choice.
Schraw, Flowerday, and Reisetter (1998) conducted two experiments that examined the effect of choice on reading engagement
among adults. Experiment 1 compared three groups: those who
chose from among three equivalent texts (i.e., free choice), those
who were assigned a text under the assumption that other readers
declined to read it (i.e., forced choice), and those who were
assigned a text without additional information (i.e., control group).
None of the groups differed with respect to multiple choice test
performance, essays written about the text, or holistic understanding of the text's meaning. Groups did not differ either with respect
to interest and personal reactions but differed on several self-report
indices of postexperimental satisfaction. Experiment 2 divided a
large group into two subgroups, half receiving the option to choose
what to read, the other half being assigned a text. The two groups
did not differ on any of the cognitive measures or on affective
reactions to the text. The free choice group, however, reported
more interest in the text and more satisfaction with their research
participation experience.
Research results show that choice has mixed effects on engagement and learning. Most studies report an increase in positive
affect when individuals are given choices, even when choice has
no simultaneous effect on learning. In contrast, few studies report
consistently positive effects of choice on learning. Typically,
choice had no effect at all on learning, although it appears, on the
basis of research from the computerized adaptive testing literature,
that choice may have a positive effect if the test taker has a strong
desire for control. The main conclusion to emerge from this
research is that choice positively effects affect but has little impact
on performance.
The research described above has three general limitations. One
is that all of these studies examined the consequences of choices
rather than reasons for giving choices in the first place. Second,
none of these studies examined the role of teachers in the choiceimplementation process. Third, there is no explicit theory of choice
stated in any of these studies, either in terms of how to administer
choices or what to expect once one does so. Thus, after conducting
this review, we still were no closer to answering the basic question
posed by so many of our students: "Should I give my students
choices, and if so what, what kind?"

The Present Study
We conducted the presentresearchto understand better the role
of teachers in the choice-implementation process. We were interested especially in teachers' beliefs about why they give their
students choices, although we also asked teachers to describe the
use and consequences of those choices. Our main goal was to
codify teachers' beliefs about choice. A secondary goal was to
discuss the implications of the present research for an emergent
theory of choice.
We focused on three aspects of teacher choice, including what
choices teachers offer to their students, when and to whom teachers offer choice, and how teachers perceive the effectiveness of the
choices they offer students. We used the qualitative tradition of
phenomenology to construct a data-driven account of teachers'
beliefs about choice (Creswell, 1998; Moustakas, 1994). The purpose of phenomenological research is to describe a phenomenon
using the participants' own words.
The present study included three main stages. Semistructured
(i.e., open-ended) interviews were conducted in a pilot study (N =
8), and a second interview protocol was developed on the basis of
teacher feedback obtained in the pilot study. The revised interview
questions were used in Stage 2 of the study, which consisted of
preliminary written responses by 36 teachers to seven questions,
followed by in-depth, one-on-one interviews of teachers using the
same seven questions. These items were designed to address the
three main research questions described above. Consistent with
phenomenological methods (Creswell, 1998; Moustakas, 1994),
we present our findings at three levels of specificity, including
descriptive analysis, thematic analysis, and interpretive analysis of
underlying models (Wolcott, 1994). The purpose of descriptive
analysis is to summarize the range of responses and emergent
points of agreement to each of the seven questions in the structured
interviews. The purpose of thematic analysis is to interpret emergent themes across the full set of interviews. The purpose of
interpretive analysis is to propose a preliminary model of teacher
choice. The third stage consisted of member checks in which 3
teachers reviewed and critiqued our final results.

Method

Methodological Framework
We used the qualitative method of phenomenology in this study because
there is no existing theory of choice. Phenomenological design is appropriate when one's goal is to explore a phenomenon about which little has
been written. The researcher collects information from knowledgeable
participants who are asked to describe the phenomenon, and the researcher
then analyzes themes and interprets the data. The results can be used to
build a theory that can later be tested. According to Creswell (1998, p. 15),
"qualitative research is multi-method in focus, involving an interpretive,
naturalistic approach in which theresearcherattempts to make sense of or
interpret phenomena in terms of the meanings people bring to them." The
data are, by nature, descriptive and composed of words or pictures rather
than numbers, as is the case in quantitative research. The researcher's
purpose is to describe and interpret the perspective of the participant
(Bogdan & Biklen, 1992). Toward this end, theresearcherbegins to collect
in-depth experiential information from a select group of participant
informants.

636

FLOWERDAY AND SCHRAW

This document is copyrighted by the American Psychological Association or one of its allied publishers.
This article is intended solely for the personal use of the individual user and is not to be disseminated broadly.

Participants
The purpose of phenomenological research is to explore and describe a
phenomenon, such as instructional choice in the classroom, from the
perspective of a target group made up of individuals who have insight into
the specific phenomenon being examined. A semistructured interview
format is utilized. The use of criterion sampling (Creswell, 1998) gives the
researcher access to in-depth information on the target topic recorded from
the perspective of a specific group of participants. This necessitates the use
of informants who have considerable experience with the phenomenon.
Participants are selected on the basis of their ability to speak directly to the
topic under investigation.
Participants for the pilot study (N = 8) and participants for the main
study (N = 36) were classroom teachers attending summer classes at a
large Midwestern university. Criteria for participation included enrollment
in graduate courses in educational psychology, learning theory, or research
methods, in addition to at least 1 year of K-12 classroom teaching experience. All participants had bachelor's degrees, and approximately one
third also held master's degrees. A variety of content areas were represented, including science, math, social studies, special education, elementary education, technology, art, music, and foreign language. Both rural and
urban school districts were represented, as were small and large schools.
Years of experience in the classroom ranged from 1 year to 29 years.
Approximately 60% of the participants were female, and 40% were male.
Complete demographic information is provided in the Appendix.

Data Collection
The primary source of data is verbal responses from a series of in-depth
interviews with participants. T. Flowerday entered into dialogue with each
informant, gathering information, reviewing the information for clarity and
intent, and finally, checking for accuracy of interpretation through participant feedback. In the initial series of interviews, responses were tape
recorded, then transcribed into narrative text, and data were analyzed using
phenomenological methods outlined in Moustakas (1994). Responses were
coded and themes established, which resulted in an interview protocol
consisting of seven questions. Additionally, it was decided that future
participants would be given these questions prior to the taped portion of the
interview. In this way, the teachers would be able to preview the questions,
formulate answers, and write brief responses to serve as cues for the taped
portion of the interview.
The second series of interviews consisted of 1-hr interviews with each of
the 36 teacher-participants. Each participant was given a three-page handout that included six personal profile items (subjects taught, years teaching
experience, grade levels taught, number of students per class, degrees held,
size and setting of school), and the following seven interview questions:
la. What types of instructional choices do you give your students?
Examples might include choices of reading materials, topics of study,
forms of assessment, etc.
lb. Are these choices unlimited or limited? Please describe.
2. Why do you give students choices? What is your rationale for doing
so?
3. Is giving choices a good strategy for accomplishing your goals for
student learning? Is it successful? Please explain.
4. How do students respond to being given choices?
5. To whom do you give choices? Are there individual differences that
you consider such as developmental level or age of students, b) ability
or achievement level of students, c) course content, and d) level of
motivation, etc.
6. Do you think more or less choice is being given in classrooms today
as opposed to when you were in K-12? Why do you say this?
7. When is choice a good idea? Is choice ever a bad idea? Please
explain.

Participants were asked to spend 20 min previewing the questions and
completing the demographic information. The researcher encouraged participants to write brief responses for each question to serve as cues.
After 20 min, the researcher returned and the interview began. The discussion focused on the seven protocol questions. Participants were instructed to respond as openly and honestly as possible and were encouraged to add any information they believed to be relevant. Interviewing took
place in two conference rooms in a building on campus, and each session
lasted approximately 1 hr.
After finishing the teacher interviews, the tape recordings were transcribed. The researcher carefully read the transcripts and listened to the
tapes, looking for significant statements reflecting participant experiences
and beliefs about choice. The statements were coded and categories established. This process of horizontalization of the data culminated in a list of
nonrepetitive themes. A structural description of the phenomenon was
developed, and Ten Flowerday interpreted the results such that a composite
description was arrived at. Gregory Schraw reviewed a random sample of
transcripts and listened to the tapes. The researchers met to discuss interpretation and revise categories and themes. The discussion continued until
complete agreement was reached.

Triangulation
A number of steps were taken to triangulate the data. First, data from the
initial eight teacher interviews were compared with data obtained from the
later 36 interviews. Consistent patterns emerged. Second, both written and
verbal responses were obtained from the participants. Verbal responses
were later transcribed into written form. The researcher compiled written
fieldnotes during and immediately following each interview with regard to
contextual observations. There were consistent themes cutting across the
verbal and written data. Third, researcher interpretations were checked for
accuracy by asking participants to confirm researcher interpretations and to
provide clarification when necessary. The fourth step was to have Gregory
Schraw review the written responses and fieldnotes, listen to a random
sample of taped interviews, and make a separate determination of themes
and interpretations (i.e., conduct an audit). The researchers then met to
discuss the data, thematic analysis, and interpretive conclusions. Dialogue
continued until consensus was reached.
A fifth step was to conduct individual member checks with three
additional classroom teachers. Participants were recruited from a different
section of the same class taught during the spring semester. Criteria for
participation were the same as for the main study. The purpose of the
member check was to verify that our final results were consistent with
teachers' beliefs and classroom experiences. Teachers were debriefed
about the purpose of the member check process and about our final results.
Debriefing focused on five aspects of our results: (a) teachers believe that
choice promotes learning and motivation; (b) choice was used in a number
of ways; (c) teachers had a variety of reasons for giving choices and
implemented choice on the basis of this rationale; (d) student age, ability,
and prior knowledge were factors to be considered; and (e) teacher experience, efficacy, and management style influenced beliefs about choice.
Teachers participating in the member check phase of the study represented elementary, middle level, and senior high schools. Both female and
male teachers were interviewed. The member check phase consisted of
individual 1-hr interviews that were tape recorded and transcribed. Teachers were informed about the purpose and procedures of the two initial
interview phases, and teacher responses were described. Participants were
shown a thematic representation of teacher responses (see Figure 1), and
the researcher explained the key points and rationale for the model.
Participants were encouraged to ask questions and provide feedback. Next,
teachers were given approximately 15 min to reflect on the model and write
comments. The final 30 min were devoted to participant-researcher dialogue during which teacher input was solicited and clarification provided.
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Figure 1. Teacher beliefs about choice.

Determining the degree to which participants endorsed or wanted revisions
in the model was our goal. Participant notes and verbal responses were
analyzed using qualitative methods consistent with phenomenological design. We met to discuss the results and concluded that participants in the
member check overwhelmingly endorsed the themes represented in Figure 1 and the interpretations we made.

Results
Thematic Analysis
Thirty-six teachers responded individually to each of the seven
questions described above. Responses were categorized around
three broad thematic topics, shown in Figure 1. The types-ofchoice category refers to six areas of choice that teachers commonly offer to students. The criteria-for-choice category refers to
characteristics of students and teachers that affect choice. The
rationale-for-choice category refers to affective, behavioral, and
cognitive reasons for giving choices to students.

Types of Choices
All participants were asked to describe the types of instructional
choices they gave to their students. Choices varied as a function of
content areas (e.g., science, literature, elementary education, music, social studies) and educational levels (e.g., kindergarten,
fourth grade, middle school, senior high school), although all
teachers agreed on six main types of choice, including: (a) topics
of study; (b) reading materials; (c) methods of assessment; (d)
activities; (e) social arrangements; and (f) procedural choices.
These themes are consistent with the recommendations for student
choice made by educational researchers. For example, Shevin and
Klein (1984) suggested giving choice among various objects and
activities, choice of whether or not to engage in an activity, choice

of when to terminate an activity, choice of partners for activities,
and choice of sequence of activities as appropriate for novice
decision makers in educational settings.
Choices of topics for study and of reading materials were
mentioned most frequently. Topics were chosen for research papers, in-class projects, and presentations. Choice of reading materials included type of genre (e.g., fiction or biography) and choice
of authors. For example, one teacher stated, "I generally lay out an
overall plan of topics and let students make decisions about material within the topics." Assessment choices included the type and
frequency of assessments and criteria for evaluation, such as rubric
development. A typical teacher response was to let students select
"from among different forms of assessment such as essay test
questions, exams, or book reports versus final projects." Choice of
activities varied substantially depending on the age of students.
Younger students were given choices about what to do, whereas
older students were given more choices about how to do it. These
choices centered around how to allocate one's learning time in the
classroom. One physical education teacher indicated how she
allowed students to "choose what type of equipment they want to
use, like basketball or yellow ball or activities such as dribbling or
shooting." Choice of social arrangement was important to students
and included decisions about working in pairs or small groups,
seating arrangements, and choosing group members when collaborative projects were assigned. Students were allowed to make a
number of procedural choices as well, including when to take tests,
what order to study prescribed topics, and when assignments were
due.

Criteria for Choices
Teachers described a number of factors that affected the use of
choice in the classroom. Student-related themes focused on char-
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acteristics of students, such as age, ability level, and amount of
prior knowledge, that influence teacher decisions about the use of
choice. Teaching-related themes focused on characteristics of the
teaching environment such as course content, teacher management
style, and teaching efficacy that affect the use of choice.
Student-related themes. Most teachers stated that older students need more choices than younger students. Seventy-six percent of the teachers who discussed student age as a determining
factor in their use of choice said that older students were better
candidates for instructional choice due to maturity and better
decision-making skills. Older students also have well-established
interests and should be allowed to pursue those interests. Teachers
were concerned that younger students could be overwhelmed by
too many choices. Typical responses included the following:
"I give more choices to older students; younger children need more
structure and can't deal as well with decisions."
"I give [fewer] choices to younger students since their responses tend
to be predictable and less mature."
"Choice is a bad idea when students are developmentally notreadyto
decide what to learn."
"Choice is negative when maturity of students is too low."

In contrast to the majority position, some teachers argued that
choice should be increased in elementary classrooms. Four of
the 36 teachers stated that choice is more important for younger
children than for older children. These teachers suggested that it is
never too early to start teaching decision-making and selfregulation skills that spontaneously emerge from choice making,
and that even 5-year olds benefit from frequent presentation of
choice. They argued that younger students need choice at least as
much, if not more, than older students because they have little
experience with decision making. One teacher claimed that "students need to be able to think for themselves, so we need to start
providing choices when they are younger." Another stated succinctly that "little kids need to explore; they are interested in
everything; they need choices."
Student ability was an important variable as well. The majority
of teachers (11 of 13) who discussed ability level indicated that
higher achieving or higher ability students benefit more from
choice than do their lower ability peers because they are better able
to utilize the choices they are given. A high school math and
computer teacher offered a common response when he stated,
My more capable students will take that choice and use it creatively.
I think with my less capable students, especially in math, there are so
many fundamentals you have to cover. You know choice is going to
make them more interested but they have to have a minimal level of
information first.
Additional comments included the following statements:
"More and different types of choices can be given to high achievers."
"More capable students get more choices."
"The higher the achiever, the more choice. Low achievers need more
structure."
"High ability means more choice in my class."
"I think the gifted kids need to be challenged; they need lots of
options."

Teachers suggested prior knowledge has a significant impact on
the degree to which students benefit from choice. Most teachers

indicated that students use choice most effectively when they
possess a certain degree of background knowledge in a subject
area or have attained a basic level of procedural skill. A variety of
teacher comments indicated that choices have less utility when
students are relative novices:
"Giving choices depends on the student's level of learning, the material, and on how far into the course the student has gone."
"I give them choices once I feel they have a good grasp of the
foundations."
"Choice is a good idea when students have a good foundation of
principles and they need to learn to apply them."
"Students benefit from choice when they have familiarity with content, with me and my expectations, and have a certain amount of
background information."
"Choice is a good idea when they (the students) have some background knowledge to go off of and not a good idea when they have no
knowledge to make a good choice with."

Teaching-related themes. Course content affects the use of
choice in the classroom. Topics that require sequencing, such as
mathematics, were deemed less amenable to choice. One high
school math teacher said, "Certain material needs to be covered
and in a systematic, orderly way," adding, "There is little room for
choice." Another teacher agreed: "In my math classes, I give
choices of which problems to work but that's about all."
Other subject areas, such as history and literature, were believed
to be better suited to instructional choice. Choices were given on
what topic to study, such as the Civil Rights Movement or the Cold
War, and how to assess learning using a variety of measures, such
as written tests, class presentations, and projects. One high school
psychology teacher told us, "Because everything is interesting in
psychology, students need to choose what to research" and, because it is an elective course, "Students are more invested and need
more choices." A high school creative writing teacher said, "Students need to choose topics they are interested in so they will be
motivated to write about them." Business teachers also discussed
the importance of instructional choice as a way of making projects
relevant. "Students need to select companies or products to study
that are meaningful to them." They can "choose the newspaper
articles they want to bring in for discussion," and "they choose the
software they want to use." Art, music, and drama teachers indicated that choice is essential for the development of creativity:
"Choices are given in music selection, in what uniforms to wear, and
in what types of groups we will form."
"Students have choices of which play to do, and what parts to try out
for."
"My art students are given choices of subject matter and imagery;
choice benefits those who have skill and creativity in the visual arts."

The physical education teachers who were interviewed offered
choices of "activities to focus on," "equipment to use," and "partners or groups to practice drills with."
Teachers' classroom management styles affected the use of
choice. Teachers who valued student autonomy were most likely to
support the use of choice. Nevertheless, all teachers believed that
choice could be used effectively even in tightly controlled classrooms. Most teachers also believed it was important to yield some
control of the classroom to students and that choice was an
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important way to do so. For example, one teacher stated that
"choice allows students to be accountable for their actions; they
made the choice so they follow through." Making choices also
helps students learn about consequences. As one teacher said,
"Basically, students always have a choice of doing or not doing, of
studying or not studying, but they also have to face the consequences." Teachers also reported using choice to reinforce positive
behavior, as the following quotes indicate:
"I give my kids choices after they have done a good job on an
assignment."
"I let my students choose as a positive consequence based on earlier
behavior."
"Giving my students choice helps build rapport between them and me;
they show more respect."

Students who are allowed to make choices "invest more energy in
learning" and "feel a certain responsibility to participate." Students
respond to choice by "becoming very trustworthy," by "making
good decisions," and by "working cooperatively together."
The use of choice was linked to teachers' efficacy. Most teachers reported using more choice as they became more experienced
over the years and as they became more comfortable throughout
the course of each academic year. Several teachers mentioned that
choice giving in their classrooms had not truly been incorporated
until after they had multiple years of teaching experience. As the
following comments indicate, more choices were offered to students as teachers became more efficacious:
"At first, I didn't give many choices but gradually I started adding
options and alternatives."
"I think it's more work to give choices and new teachers have enough
to deal with already."
"I give more choices than I used to because I've learned how to handle
their reactions."
"I am more comfortable giving choices now and have more of them
built into my lessons."

Rationale for Choice
Teachers' responses fell into one of three subcategories that
reflected affective, behavioral, and cognitive rationales for choice.
"Affective" rationales focused on changing attitudes and increasing affective engagement. "Behavioral" rationales emphasized the
role of choice in increasing student effort and participation. "Cognitive" rationales highlighted the effect of choice on levels of
processing and cognitive engagement. Additionally, teachers cited
increased self-regulation and improved decision-making skills.
Affective rationales for choice. Teachers give students choices
because choices have a positive effect on attitude and affective
engagement. Words and phrases that were used to describe student
response to choice included empowered, sense of control, responsibility, ownership, motivated, enthusiastic, satisfaction, excited,
appreciative, and sense of purpose. The majority of teachers said
that choice produces positive effects on students most of the time.
However, teachers also conceded that some students react negatively to choice, preferring to be "just told what to do." Terms such
as overwhelmed, confused, and nervous were used to describe
negative affective response.
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Roughly 70% of teachers mentioned student ownership as the
most important affective consequence of choice. One teacher said
of her students, "It gives them more ownership of learning, promotes collaboration (sometimes) and more buy in." Another
teacher said the reason for giving students choice was that they
developed "ownership, (became) more motivated and committed
to learning. Ownership is a factor; children are more likely to
follow through on a choice they feel they made." The belief that
ownership is positive and leads to an increase in learning provides
the basis for their rationale of choice giving. One teacher said,
I believe that students feel a sense of ownership to a project if they
have chosen it. In turn, I believe, the ownership factor leads to more
enthusiasm, better quality work, and the student will be more likely to
remember something they value.

Another teacher reported "On projects where they (the students)
had a choice, they had more ownership in them and put forth more
effort."
Empowerment was a second term used frequently to explain
why choice is important for students. Various teachers reported,
"Because students feel empowered, they respond in a responsible
way"; "Students who are given choices feel empowered and when
they feel empowered, they are more apt to take control of or
responsibility for their own learning"; and "I think young children
might have a more difficult time (making choices), however, this
might still make them feel empowered."
Many participants also used choice to give students control of
the learning process. One teacher said choice is important because
"most times, it promotes success; control of learning," and another
teacher simply stated, "It gives the student more control of their
learning. I like them to feel they have an element of control in what
they're doing; they'll do a better job." One high school teacher
commented, "I give choices because it works. Especially in high
school, students need to take some control of their learning [and]
the environment. Students need to have some control; a sense of
their own directedness."
Teachers claimed that choice enhances motivation by increasing
interest and that this can occur in two ways. First, choice increases
interest by providing the opportunity for students to select what
they are already interested in. Second, choice may generate interest
where previously it did not exist. A large number of teachers
discussed the motivational properties of choice and the potential
for interest generation. These teachers believe that choice has a
positive motivational effect on students because it increases interest and engagement. One high school teacher stated that choice
"promotes involvement, matches student interests; there is less
groaning." Choice also "taps creativity, interest, and adds variety."
Choice gives students the "satisfaction of solving a problem that
they are interested in." Teachers also reported that "choice is a
good idea when a student is able to tailor assignments to their own
interests" and "students are given choices so they will be interested
in the subject, motivated." A computer teacher said, "If they
(students) are allowed to pick a topic, they have more interest in
what they're doing; they're not going to choose a topic they aren't
interested in." She added, "Any time a student is interested in what
they're learning, they seem to be more motivated."
One participant stated that "choice is good for motivation. A
nonmotivated student will get choices in hopes of motivating him."
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Another teacher reported, "Student self-efficacy and motivation
are positively affected by giving students a feeling they are invested in the course." Yet, another teacher indicated that he gives
his students choice because of "the motivation factor," which
"causes students to stick with it and they seem to learn more." A
secondary school teacher, when asked why she gives students
choices, responded "motivation; taking time to choose helps them
focus, it seems to give them a feeling of responsibility, a vested
interest; it's my topic. It motivates them to get started and I can
usually see a sense of pride as they work."
Many teachers also linked the opportunity for choice to positive
affect or the alleviation of negative affect. One participant stated
that students are "usually more excited and willing to start their
research when they have chosen their own topic." In computer
class, "they are thrilled when they get to choose their activity."
Additionally, "many seem relieved; it eases pressure." One teacher
reported, "Most students say that learning is more fun, meaningful,
and they feel proud of their work." Another participant stated that
it "gives students more confidence if they get to make the choices
instead of always being told what to do." An industrial technology
instructor mentioned that "students don't feel threatened when you
give them choices; it works really well that way."
Although teachers agreed that giving students choice is usually
a good strategy for improving attitude and learning, several also
pointed out that occasionally there is a student who reacts negatively to choice. When asked how students react to choice, one
middle school teacher responded, "Some of them, when you say
you're giving them a choice, say, 'We'd rather just be given a
normal assignment.' They really don't know what they're going to
do." She continued, "I don't let them off the hook right away but
I try to give them suggestions and if I know the student, I know
what they might be interested in." Another participant reported,
"Sometimes, they (students) respond with skepticism, like 'what's
the catch?' " One teacher explained, "Some of my students don't
like having to make a choice; they feel that I should facilitate
entirely."
Behavioral rationales for choice. Most teachers claimed that
choice is related positively to student behaviors such as time on
task, participation in classroom activities, demonstration of effort,
cooperation, and respect. "The class comes together tremendously;
when students choose, they generally participate more fully," said
one teacher. Choice "helps them to be more actively engaged," and
students "usually work harder, give better effort" when they have
chosen the activity. Other teachers said, "Choice makes students
responsible for their behavior" and "in math, some students can
meet more objectives if they don't have to repeat learned activities
but can work at their own pace." One middle school teacher
explained that as a result of choice, "reports and presentations are
always extremely well done but sometimes important topics aren't
chosen." A high school teacher said, "We know from business
research that if you give everyone the opportunity to make decisions, their productivity will increase; that's what I see."
In most but not all cases, the behavioral responses to choice
were perceived positively. Some teachers, however, pointed out
that there can also be behavioral pitfalls associated with choice.
For example, when given choices, "Some students fall back on
easy, comfortable topics and don't push themselves; they get
lazy." Choice can "allow the student to stagnate on a favorite topic

or activity; not explore new territory." Giving students a choice of
topics for a research paper can provide an opportunity "to avoid
the assignment" by turning in a previously written piece of work.
Cognitive rationales for choice. When teachers were asked
specifically about the effects of choice on student learning, nearly
everyone indicated they believed their students learn more when
choices are offered, even though this conclusion is not supported
by empirical findings (Schraw et al., 1998). Teachers emphasized
two cognitive subthemes: (1) greater level of cognitive engagement with deeper processing, and (2) greater self-regulation and
the development of decision-making skills. First, choice is believed to be responsible for increasing student engagement with
learning materials and classroom activities. Choice is believed to
be beneficial because it provides students with the opportunity to
explore topics for which they have intrinsic interest, leads to
greater engagement, deeper processing, and better recall. A special
education teacher whose students she described as "at risk teens"
said that giving students appropriate choices encouraged them to
interact with the material. She indicated that they spend more time
studying "if they are interested, if they want to know more about
the issue." A middle school science teacher said he believes that
when students are given choices "they definitely make the commitment to learning, use higher level thinking." He went on to say,
"They (the students) think more about the way the whole thing fits
together, especially when you give choices for assessment." Another teacher said of the relationship between choice and learning,
"Choice makes education more meaningful. There is more permanence, more learning."
Teachers also suggested that choice encourages self-regulation
and is necessary for the development of decision-making skills.
The perception of learning as self-determined causes the student to
invest more time, energy, and effort in the process because it is
"uncool to fail at something you have chosen." This feeling of
responsibility for producing a desirable outcome may be the mechanism by which engagement, strategy use, and learning are increased. One teacher reported, "I believe choice leads to selfregulation of learning." A foreign language teacher commented, "I
think it is more likely to lead to the use of metacognitive skills as
students make decisions about the direction of their learning."
Participants said that choice is associated with "increased selfmonitoring" and "thinking and decision-making skills." Choice,
participants said, allows students to learn to "evaluate options
and develop decision-making skills." Students "learn from their
choices; even if they make a bad choice, they can learn from it."
Simply put, "Choice builds learning skills."

Summary
The themes summarized above make it clear that teachers possess a variety of beliefs about use of choice in the classroom. Most
teachers have spent a great deal of time thinking about the implementation and consequences of choice. Typically, several studentrelated factors are considered. These factors or themes shown in
Figure 1 are consistent with educational research as well. For
example, Shevin and Klein (1984) concluded that students' ages
and ability levels affect the use of choice in the classroom. Shapiro
and Cole (1994, p. 136) reported that "not all choices are appropriate for all students." Shapiro and Cole (1994, p. 137) went on to
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say, "As students increase in age and ability level, they may
benefit from expanded choice." Zimmerman and Martinez-Pons
(1990) concluded that high ability students were better able to use
self-regulation strategies when allowed to do so. Sweet, Guthrie,
and Ng (1998) concluded that low achieving students benefit less
from choice than their high achieving counterparts. Aguilar and
Petrakis (1989) found that prior experience and skill level were
influential factors in students' choice of sports and in their level of
participation in sports-related activities.
Support for teacher-related variables (e.g., course content, management style, experience, and efficacy) can be found in the
research literature as well. Choice has been used successfully in
many content areas, including art (Amabile & Gitomer, 1984),
reading (Guthrie & McCann, 1997; Pressley, Yokoi, Rankin,
Wharton-McDonald, & Mistretta-Hampston, 1997; Turner, 1995),
and foreign language (Burning, Flowerday, & Trayer, 1999).
Teachers' management styles, experiences, and efficacies play a
role in implementation of choice. Woolfolk and Hoy (1990) reported that teachers' beliefs about their personal teaching efficacies (their personal abilities to influence student learning outcomes) affects their philosophies of classroom management and
instructional style. Teachers with greater personal efficacy tend to
operate from a humanistic orientation in which "self-discipline is
substituted for strict control" (Woolfolk & Hoy, 1990, p. 84).
Bandura (1993) concurred that "teachers' beliefs in their personal
efficacy to motivate and promote learning affect the types of
learning environments they create and the level of progress their
students achieve" (p. 117). Bandura (1997) and Lent, Brown, and
Hackett (1994) also suggested that self-efficacy is instrumental in
the appraisal and implementation of occupational and academic
choices.

Final Results
The thematic results reported above provide a descriptive account of teachers' beliefs in their own words. This section organizes those themes into an integrated structural description of
teacher beliefs about choice (Moustakas, 1994). The purpose of the
structural description is to provide an analysis of themes reported
by teachers.
Teachers discussed at length their beliefs about choice, distinguishing between positive and negative effects of choice on affective (e.g., engagement and motivation) and cognitive (e.g., learning) engagement. Teachers strongly agreed that choice improves
affective response by increasing students' ownership, interest,
creativity, and personal autonomy. This claim has been made by a
number of choice proponents (Deci, 1992; Kamii, 1991; Kohn,
1993). Many teachers stated that choice increases student creativity and flow as well, a claim consistent with recent qualitative
analyses of the creative process (Amabile, 1996; Csikszentmihalyi,
1996). There also was a consensus among teachers that judicious
use of choice in the classroom improves student-teacher relationships by demonstrating that teachers have confidence in students'
ability to self-regulate their learning. Teachers agreed that choice
improves cognitive processes such as student engagement, strategy
use, and decision making because students are more motivated to
perform well when they set their own goals and decide how to
reach them. These claims have not been supported with any degree
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of consistency, although there have been few empirical studies that
specifically address these issues. (Hannifin & Sullivan, 1996;
Schraw et al., 1998).
All of the teachers we interviewed held positive beliefs about
the use of choice in the classroom. However, most of the same
teachers expressed some concerns about the overuse of choice.
One concern was that too much choice becomes counterproductive. Teachers believed that too many choices can overwhelm
students, especially younger students who are less skilled at making their own educational decisions. There was consensus as well
that choice may allow unmotivated students to take the path of
least resistance. These claims are consistent with findings in business (Williams, 1998) and psychology (Tafarodi, Milne, & Smith,
1999) that indicate that choice is most effective when it includes
two equally valued alternatives. Choices between two unequal
alternatives or alternatives that are not valued may result in negative outcomes because of what Kohn (1993) refers to as
"pseudo-choice."
Teachers offered students choices in six areas. Choices were
offered most frequently with respect to topics for term papers and
research projects and what to read during recreational reading
periods throughout the day. Teachers consistently reported that
choice promotes engagement and learning because students select
topics they are knowledgeable about and are interested in. Classroom assessment was another area where teachers offered a variety
of choices. Most choices concerned the type, frequency, and criteria for assessment. Teachers felt it was motivating for students to
help select the criteria used to evaluate their work even though
teachers did not do so frequently. Teachers also offered a variety
of choices regarding classroom social arrangements. These choices
typically concerned seating arrangements, choosing group members, and whether students would work alone or in pairs. Although
teachers felt that choice in social arrangements was important,
choice was limited to ensure that students had a variety of social
experiences and interacted in an academic work setting with other
students they would not interact with if they were not required to
do so. Previous research has suggested that a variety of social
experiences are advantageous for students compared with a more
limited array of experiences that would result if students consistently selected in-class partners (Cooper, 1999; Zimmerman,
2000). Teachers offered students a variety of choices regarding
classroom procedures such as when to complete assignments, what
order the class would cover main topics, and when to be tested.
Procedural choice facilitated learning because it gave students an
opportunity to better accommodate individual academic interests
and extra-curricular activities such as athletics, music, and performing arts.
Teachers gave students choices for two main reasons, one of
which they discussed at length (i.e., enhancement of classroom
experience), and one of which they rarely discussed explicitly (i.e.,
reward of effort and good behavior). Teachers indicated that
choice resulted in increased student engagement, sense of control,
and motivation. This claim is supported by a number of empirical
studies based on self-determination theory (Deci, Vallerand, Pelletier, & Ryan, 1991; Ryan & Deci, 2000). Choice is used as well
to promote deeper cognitive processing and creativity (Kamii,
1991; Kohn, 1993). Teachers also use choice to improve students'
decision-making skills. Teachers frequently commented that many
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of their students were rather unskilled in this regard, presumably
because they are rarely given meaningful choices in academic
settings. There are no empirical studies that have examined this
relationship.
Teachers also used choice as a reward for effort or good behavior. Few of the teachers we interviewed discussed this aspect of
choice explicitly, although it became apparent, based on their
comments about when and where they used choice, that it was used
frequently as a reward. Teachers were most likely to give choices
to older, competent, self-regulated students who had previously
demonstrated the ability to use choice wisely. In addition, some
teachers gave students choices as a reward for extra effort, improved achievement, or attempts to comply with rules or circumstances they did not enjoy.
Although teachers said they offered choices to every student,
and did so regularly, they also stated that options should be limited
to increase chances of a positive outcome. Most teachers provided
a limited-choice menu to students in which they were required to
choose from an array of teacher-selected options.
Teachers repeatedly indicated that several student-related and
teacher-related variables affect the use of choice. Age, prior
knowledge, and student achievement were mentioned by participants as factors to be considered when making decisions about
choice. Older students are given more choices than are younger
students because they possess more knowledge and decisionmaking skills. Teachers also suggested that older students have a
stronger need for autonomy and control of their academic progress.
This claim is supported by a variety of studies indicating that older
students respond more favorably in less controlling environments
compared with younger students (Flink et al., 1990; Grolnick &
Ryan, 1987). Level of prior knowledge should be considered. High
knowledge students are entrusted with more important choices
such as selecting a topic for a major research or creative project
than are low knowledge students. Achievement level affects the
number and scope of classroom choice. Self-regulated students are
given more choices than are less-regulated students. Choices did
not appear to differ as a function of gender or social competence.
The amount of choice given to students is influenced by a
number of teacher-related variables. Perhaps the most important of
these is teacher self-efficacy. Many teachers indicated that they
increased the use of choice throughout their careers, in part due to
the extra time and effort needed to administer choices and in part
because they felt a greater need for control in their early years.
Teachers continue to give more choices to their students in academic settings where they themselves feel intellectually and psychologically autonomous. A second closely related factor is experience. The more experience a teacher has in a particular topic
area, the more likely she or he is to offer choice. Course content is
another important variable. Teachers in the physical or biological
sciences and in mathematics offered fewer choices overall than
teachers in the arts and social sciences. This phenomenon was due
to two factors: the crucial role of foundational knowledge in the
sciences and the naturally occurring instructional sequence implicit in math and science courses. Last, teachers' management
styles affected the use of choice. Some teachers believed that
classrooms were more efficient when teachers assumed control for
student learning. These teachers offered less choice, although even
the most teacher-centered individuals believed that regular choices

were of benefit to motivation and learning. In contrast, some
teachers believed in student-centered classrooms that offered more
choices. Although teachers differed in their management styles and
usage of choice, there did not appear to be noticeable differences
in their attitudes about the effectiveness of choice. Thus, whether
teachers use choice a little or a lot, when they do use it, most feel
that it promotes motivation and learning.

Feedback From Final Member Checks
Teachers interviewed in the final member-check phase of the
study enthusiastically supported the thematic representation of
teacher practices and beliefs as presented in Figure 1. All 3
participants indicated that results were consistent with their understanding and perceptions of instructional choice in the classroom.
A fifth-grade teacher stated, "I think it is very thorough; I think it
covers everything in depth." He indicated that he uses many of the
choices represented with his own students. The rationale-forchoice section was particularly well received. Participants commented that the categories were useful for thinking about rationale
and that they had used similar reasoning when deciding about
choices for their students. One middle school language arts teacher
was especially interested in the types of choices being offered and
indicated agreement with all the categories and themes. A high
school social studies and Spanish teacher was interested in the
teaching-related themes, suggesting that management style and
teacher efficacy were very important determinants of decision
making about provision of choice. She stated, "Some teachers are
very teacher-centered, controlling, and don't provide these opportunities; it might overwhelm some." Also, the secondary teacher
reinforced the belief that there was potential for choice to backfire,
leading to negative affective, behavioral, and cognitive effects.
Member-check participants overwhelmingly endorsed the teacherbelief themes and made no recommendations for substantial additions or deletions from the model.

Discussion
We focus on three main points in this discussion: (1) summarization of our initial research questions, (2) a summarization of
guidelines for the use of choice in the classroom on the basis of our
findings, and (3) implications for future research.

Summary of Findings
This study examined three questions related to teachers' beliefs
about instructional choice. These questions focused on what kind
of choices teachers give to students, when and to whom they give
them, and why they give them. We explored these questions for
two reasons. The first reason is that we are frequently asked
questions by preservice and practicing teachers about how to use
choice in the classroom. Thus far we have relied solely on our own
personal experiences to answer these questions because there are
no systematic research findings to draw from. We believe the
present findings, based on the classroom practices of 36 teachers,
offer a number of explicit guidelines. A second reason is that there
is no existing theory of teacher choice. We undertook the present
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study in part to begin to generate a preliminary model of teacher
choice that can be refined and tested by subsequent research.
Our first question focused on what kinds of choices teachers
offer their students. Most choices fall into one of six categories,
including topic of study, reading materials, methods of assessment,
order of activities, social arrangements, and procedural choices.
Most choices center on topic of study or reading materials. Fewer
choices were given with regard to classroom assessment, in part
because teachers were required to conduct certain kinds of assessment and in part because students often lacked a clear idea of what
needed to be assessed or how to do so. Nevertheless, teachers felt
that some choice of assessment greatly enhanced a students' sense
of autonomy and personal control. Choice of learning activities
was also common. Teachers offered students a variety of choices
with respect to homework, in-class free time, as well as alternative
ways to demonstrate their knowledge. A number of social relationship choices were given, although these choices were given
cautiously. In general, teachers did not give students social options
until a certain degree of competence had been demonstrated. We
discuss this phenomenon in more detail below.
Three factors emerged as important constraints on who is given
choice: age, ability, and prior knowledge. This pattern closely
matched previous research (Shapiro & Cole, 1994). Teachers give
older students more choices even though many teachers emphasized the need for authentic choices for younger students. Students
of higher ability or those who demonstrate higher performance are
given more choices as well. The rationale is that self-regulated
students can be trusted to make wise choices and use the opportunities provided by choice more efficiently. This assumption is
supported by recent empirical findings (Zimmerman, 2000). Prior
knowledge was also considered in making decisions about who is
given choice. Teachers had strong beliefs that knowledgeable
students are best able to make wise choices and work autonomously once given a choice. Teachers were aware of the potential
interactions among age, ability, and prior knowledge. A number of
participants indicated that knowledge compensates in part for age
and ability; thus, it was possible to give high knowledge younger
students more choices than low knowledge older students. Nevertheless, teachers also emphasized the role of "choice equity" in the
classroom, indicating choice can be appropriately structured in
such a way as to benefit all students regardless of age, ability, or
level of prior knowledge.
Teachers' comments about when they give choices were especially interesting. Participants agreed that all students should be
given choices on a regular basis even when they are young.
However, a closer analysis of teachers' comments indicated they
made an implicit distinction between generative and maintenance
functions of choice, often opting for the latter. By generative
function, we mean the assumption that choice causes (i.e., generates) self-determination because it gives students a greater sense of
control, interest, and better decision-making skills. Agreeing with
this assumption suggests that teachers should use choice in a
proactive manner to motivate their students. In contrast, many
teachers used choice as arewardto "maintain" existing behaviors;
that is, choice was used in the classroom as a consequence rather
than as a causal antecedent of self-determined behaviors. For
example, students who were performing well could choose their
partner for an upcoming class project, or students who performed

well on one assignment were given more choices on the next
assignment. This pattern seemed somewhat contradictory to us
given the explicit theoretical emphasis on the generative function
of choice in research literature. From our perspective, it appears
that teachers implicitly believe that choice causes self-determination but paradoxically act as if self-determination should be
rewarded by choice. Future research will look more closely at this
inconsistency between theory and practice. It may be that choice
serves as a cognitive-behavioral reinforcer as well as a source of
intrinsic motivation.
Teachers gave students choices for three main reasons. The first
was to increase student self-determination. All teachers felt the
self-determined students were more motivated and more likely to
be deeply engaged in classroom learning. This assumption is
closely aligned with the main assumptions of self-determination
theory (Deci & Ryan, 1987; Deci et al., 1991). The second reason
for giving choice was to increase personal interest, which was seen
as a major catalyst for improving learning. Teachers felt that
interest was necessary for total engagement (Deci, 1992). A third
reason was to provide an opportunity for students to practice their
decision-making skills. Teachers stressed that students would not
become facile at making wise choices unless they were given the
opportunity to do so and gained feedback about their progress
(Reeve, Bolt, & Cai, 1999).

Guidelines for Classroom Practice
The present findings have a number of implications for teaching.
The most obvious of these is that teachers believe that choice
matters to students. All teachers in the study offer their students
choices, and most do so regularly. On a day-to-day basis, teachers
offer more choices to older, higher ability, and more knowledgeable students than others, although all teachers felt it is important
to maintain some degree of choice equity. A second implication
concerns what kinds of choices to give students. All of the teachers
we interviewed gave students choices about what to study, especially in their free time or when they were working in small
groups. The rationale is that students will select tasks and materials
that are of interest to them and therefore experience greater motivation to learn. None of the teachers expressed any misgivings
about this strategy. A third implication concerns how to sequence
choices. Participants agreed that simple choices were most appropriate for younger or less capable students and that all students
should be eased into the year with simple choices.
Our interviews yielded a considerable amount of data in which
a wide variety of suggestions were made for using choice in the
classroom. We offer a number of general conclusions that most or
all teachers agreed with.
When to use choice: (a) in all grades, but older students need
more choices as student competence and self-regulation increase;
and (b) when students know a lot about the task or topic.
Where to use choice: (a) in a variety of settings (e.g., math,
history), (b) on different tasks (e.g., homework, assessment), and
(c) for academic and social activities.
How to use choice: (a) offer simple choices at first, (b) help
students practice making good choices, (c) provide feedback about
the choice, (d) use team choices for younger students, (e) provide
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information that clarifies the choice, and (f) offer choices within a
task (e.g., ordering, sequence, topic).
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Implications for Future Research
The present findings raise several broad issues for future research. One concerns the extent to which teachers' beliefs about
choice can be validated empirically. Current research supports
many of the claims that teachers make regarding positive affective
engagement, satisfaction, and empowerment. However, there is
less support for the claim that choice significantly improves deeper
learning. A second issue is whether the use of choice in a generative or maintenance manner affects intrinsic motivation, engagement, or learning. One possibility is that choice used as a reward
could undermine intrinsic motivation (Kohn, 1993). Studies are
needed to determine whether performance contingencies attached
to choice undermine its potentially positive effects. A third issue
pertains to how teachers' usage of choice is related to their own
teaching self-efficacies. None of the teachers in this study explicitly addressed this issue, although many mentioned that they offered more choices as their careers advanced and students became
more self-regulated. We suspect that high efficacy teachers offer
more choices to their students than do low efficacy teachers
(Calderhead, 1996; Pajares, 1992). Fourth, a much better understanding is needed of the relationship between choice and interest.
All of the teachers we interviewed stated that choice increased
interest because it allowed students to select what they liked and
already knew about. However, it is unclear presently whether
choice exerts a causal influence on interest, or if interest contributes to learning separate from choice.
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Appendix
Demographic Information From Current Study (N = 36)

Item

Total

Male
Female
Grade levels taught
Elementary (K-5)
Secondary (6-12)
Degrees held
Bachelors only
Bachelors and masters
Description of schools
Small
Medium-large
Rural
Urban
Subjects represented
Elementary
curriculum
Business
Computer technology
Language arts-English
Math
Music-art
Physical education
Science
Social sciences
Special education
Industrial technology
World languages

14 (39%)
22(61%)
8 (22%)
28 (78%)
24 (67%)
12 (33%)
15 (41%)
21 (59%)
18 (50%)
18 (50%)
7
5
10
12
6
2
6
11
8
4
1
5

Item

N

Minimum

Maximum

M

SD

Number of students per class
Years of teaching experience

36
36

1.00
1.00

35.00
29.00

20.77
8.06

7.54
7.58
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ABSTRACT

This study explored three aspects of peer group membership in adolescence:
peer group afifiliation, the importance of group membership, and a sense of peer
group belonging. Each is considered in relationship to adolescents' behavior
problems as measured by the Achenbach Youth Self-Report. Participants included an ethnically and socioeconomically diverse sample of 733 adolescents
ranging in age from 11 to 18 years. Girls reported more internahzing problems
and boys reported more externalizing problems. Girls also reported a higher
sense of peer group belonging than boys. When controlling for adolescent age,
gender, ethnicity, parent's educational level, and family structure, a sense of
peer group belonging was negatively related to internalizing and externalizing
behavior problems. Adolescents who viewed peer group membership as very
important to them and had a positive sense of peer group belonging had significantly fewer behavior problems than those who viewed peer group membership as very important but did not have a positive sense of peer group
belonging.

Human beings are social animals; they mature over a long period in
dyadic, small group, and other group contexts. Thus, it is not surprising that a growing body of evidence suggests that people are healthier
and happier when they experience social belonging. Conversely, exclusion and social isolation are perceived as painful and are associated
with a variety of negative affective experiences including anxiety, depression, anger, and shame (MacDonald & Leary, 2005). A powerful
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theme in developmental ^ e r a t u r e is the importance of early attachments and integration in a ^ a r m , responsive parent-child relationship
for positive mental healtK As the radius of significant relationships
expands from childhood t() adolescence, a sense of peer group membership is likely to develop, t h e purpose of the present study is to explore
the relationship of three aspects of peer group membership—peer
group affiliation, the importance of peer group membership, and a
sense of peer group beloiiging to behavior problems in adolescence.

. GROUP BELONGING

A sense of group belonging is a psychological construct (Kiesner,
Cardinu, Poulin, & Bucci, 2002; Stone & Brown, 1999). Adolescents
participate in a complex social environment populated by many friendship groups, cliques, and crowds. The desire to belong to a group may
influence an adolescent's behavior well before he or she is actually a
member of the group. Individuals may change their behavior in order
to gain peer acceptance. Thus, one's peer group affiliation does not
need to be reciprocated in order to influence behavior. Research with
adolescents supports the relevance of group belonging for positive adjustment. Closeness in peer relationships is positively correlated with
popularity and good social reputation - (Cauce, 1986), self-esteem
(McGuire & Weisz, 1982), and psychosocial adjustment (Buhrmester,
1990).
Three Components of Peer Group Membership
The literature suggests that there are at least three different ways
to assess adolescents' perceptions of group membership. One is to ask
adolescents about whether they belong to a group, often with a request
to name the group or to identify themselves as a member of one or
more groups in their social environment. This approach captures an
adolescent's self-perception of group affiliation (Turner, 1987; Urberg,
1992; Prinstein & LeGreca, 2002). Adolescent identity development
is thought to emerge within the context of these self-reported group
affiliations. These self-reports do not need to be reciprocated in order
to be valid indicators of the influence that such a group affiliation
might have on an adolescent (Aloise-Young, Graham, & Hansen, 1994).
In this study, we ask adolescents to report on their friendship groups
and do not distinguish between cliques and crowds. We only ask if they
belong to one of the groups they mention.
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Second, among the cognitive, affective, and behavioral aspects of
group membership, research has found that the affective nature of a
sense of group belonging is the most internally consistent (Hinkle,
Taylor, Fox-Cardamone, & Crook, 1989; Pombeni, Kirchler, & Palmonari, 1990). The affective aspect of group belonging includes feelings
of being a valued group member, and being proud of one's group. This
is similar to the dimension of quality in a friendship as measured by
Parker and Asher (1993).
A third approach is to find out how important it is for an adolescent
to be a member of a peer group. Not all adolescents are equally concerned about being a member of a group. We expect that feelings of
social distress are greatest for those adolescents who strongly desire
group membership and do not experience a sense of group belonging.
These are the adolescents who are likely to report the most behavior
problems (Baumeister & Leary, 1995). The current study considers
each of these three approaches in evaluating the relationship of a sense
of group membership to behavior problems.
Gender, Peer Group Membership, and Behavior Problems
Given that a sense of belonging is important for adolescent wellbeing, some research has shown that adolescent girls value group
membership more than do boys (Brown et al., 1986; Brown & Lohr,
1987) and are more highly identified with their peer groups than are
boys (Kiesner et al., 2002). Adolescent girls have a greater number of
friends than do boys, they expect and desire more nurturing behavior
from their friends, and experience more empathy, more self-disclosure,
and less overt hostility in their friendships than do boys (Galambos,
2004; Cairns, Leung, Buchanan, & Cairns, 1995; Windle, 1994). Boys'
friendships tend to be less intimate and more activity based than girls'
friendships (Hart & Thompson, 1997). Research shows that girls tend
to use ruminative coping more than do boys, a style that involves perseverating on unpleasant situations and the negative feelings associated with problems (Rose, 2002; Nolen-Hoeksema & Girgus, 1994), and
that they engage more in co-rumination, making them more vulnerable
to the distress of their friends. Thus, while boys may not benefit as
much as girlsfromthe feelings of belonging that are a product of close,
enduring friendships, boys are also less vulnerable to the emotional
distress that is likely to accompany high levels of disclosure and co-rumination.
Gender differences have been consistently observed with respect to
internalizing and externalizing behavior problems with girls reporting
more internalizing problems, especially depression, and boys reporting
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more externalizing problems, especially aggression and delinquency
(Graber, 2004; Farrington, 2004; Beam et al., 2002; Leadbeater et al.,
1999; Nolen-Hoeksema & Girgus, 1994). One goal of the current study
is to examine the relationship of group belonging to behavior problems
for boys and girls, and to determine whether the experience of group
belonging plays a different role in protecting girls and boys from internalizing and externalizing problems.

EXCLUSION

Participation in the social world of adolescent peer relationships can
have its costs as well as benefits. Social exclusion has been systematically associated with problems in adjustment. Social exclusion refers
to the perception of being excluded from desired relationships or devalued by valued relationship partners or groups (MacDonald & Leary,
2005, p. 202). Social pain is distressing to the extent that the social
bond being threatened is considered valuable and the separation is
perceived as undesirable. Research suggests that unwanted social exclusion is an important correlate of anxiety and depression (Baumeister & Tice, 1990; Gray & McNaughton, 2000). In a series of
experiments, Baumeister, DeWall, Ciarocco, and Twenge (2005) demonstrated that social rejection caused declines in self-regulation. Those
who received information that no one in their group wanted to work
with them were more likely to eat more snack foods, give up sooner on
frustrating tasks, and have a harder time paying attention in dichotic
listening tasks. The studies support the view that social rejection undermines a person's sense of purpose.
Research on rejected youth suggests that social exclusion has farreaching social consequences. In certain peer environments, the high
status or popular groups may actively create conditions of fear and
inferiority for certain low-status adolescents (Crick et al., 2001; Kinney, 1993). They use such relational aggression as teasing, obvious
snubbing, and gossip to enforce social exclusion (Adler & Adler, 1998).
New members of the high status groups are socialized to use these
mechanisms to enforce rejection of the low status adolescents. Students who are not yet targeted as outsiders are reluctant to interact
with the rejected youth in fear that they will also become targets of
group hostility.
It is not uncommon for adolescents to define certain dyadic relationships based on mutual animosity and rejection (Brown, 2004; Abecassis
et al., 2002). Certain individuals actively dislike, reject, and avoid oth244

ers. The peer group comes to recognize these antagonistic relationships
and promotes them through exclusion, taking sides, or advancing the
negative reputation of one member of the dyad.
Youth who are not well-liked by peers have fewer options for friendships and group membership. Those rejected youth who continue to
seek group membership tend to be part of smaller cliques comprised
of other rejected youths. In comparison to aggressive youths, who often
find a place within a friendship group, withdrawn-rejected youths have
the greatest difficulty finding supportive friendships and the greatest
hkelihood of being victimized by peers (Bagwell, Coie, Terry, & Lochman, 2000; Goldbaum, Craig, Pepler, & Connolly, 2003). This makes
it difficult for them to learn and practice effective social skills within
peer relationships so that their social standing within the larger peer
group could improve. Perhaps this explains why rejected peer status
is more stable than other sociometric categories (Brown, 2004, p. 382).
CONCLUSION

The literature suggests that peer group membership may have both
positive and negative associations with behavior problems. Peer group
affiliation may reduce the tendency to develop internalizing problems
such as anxiety and depression by providing a sense of security and
peer acceptance. Peer groups may also have norms against the expression of delinquent, aggressive or risky behavior, which could reduce
the expression of externalizing problems. At the same time, some peer
affiliations may encourage the expression of externalizing problems,
especially antisocial behavior. Some peer groups are characterized by
power struggles and hostile interactions or co-rumination that could
promote internalizing problems. Although peer group membership
may be associated with some behavior problems, it is our contention
that lack of a sense of peer group belonging places adolescents at
greater risk for both internalizing and externalizing problems than
does peer group membership. This is because of the central role of a
sense of group belonging for sustaining well-being in the expanding
social world of adolescence and the especially unique sensitivity to
social exclusion that characterizes this period of life.
The current study focuses on the role of being integrated into one's
peer group as a protective factor in preventing behavior problems
(Beam, Gil-Rivas, Greenberger, & Chen, 2002). The study contributes
to the research on adolescent peer relationships by differentiating
three aspects of group membership: peer group affiliation, a sense of
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group belonging, and the importance of group membership. It examines the relationship of peer group membership to hehavior problems
for boys and girls, and investigates the idea that internalizing and
externalizing problems will be particularly notable for those adolescents who view group membership as important to them and do not
have a positive sense of group belonging. This study tested the following hypotheses: (1) Girls will have higher internalizing scores than
boys, while hoys will have higher externalizing scores than girls. (2)
Peer group membership is more important for girls than for boys. (3)
A positive sense of group belonging will be negatively related to lower
internalizing and externalizing behavior problems. Gender differences
in these relationships will be explored. (4) Those adolescents who report that group membership is very important to them and who also
have a positive sense of group belonging will have fewer internalizing
and externalizing problems than those for whom group membership is
important hut do not have a sense of group belonging.

METHOD

Sample
Participants for this study were recruited from eight school districts
and one urban minority scholarship program in the Midwest. Participants included a cross-sectional sample of 733 middle school and high
school students who ranged in age from 11 to 18 years (M = 14.67
years, SD = 1.85). Census tract data were obtained for the targeted
regional areas prior to data collection. Next, administrators in school
districts provided detailed information on the demographic make-up
of students in their school. Schools were then selected to reflect the
targeted population. Finally, stratified sampling based on adolescent
age, race, and geographic location was completed. The resulting racial
and economic composition of the sample was representative of the
larger surrounding community. The sample is 61% female and 39%
male and is ethnically diverse: 60% of the participants were non-Hispanic Whites, 28.5% African American, and 1.4% were Asian, biracial,
or Hispanic.
Family structure was predominately two-parent (78%), comprised of
both biological parents (61.8%) and stepparents (16.2%), while 22.1%
were single-parent families. Income is not as sensitive an indicator
of socioeconomic status as educational level, especially among ethnic
minority groups (McAdoo, 1992). Thus, parents provided information
about the highest level of education achieved by a parent/guardian in
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the family. This proxy of family socioeconomic status revealed a wide
spectrum of parents' educational levels: 35% had a high school diploma
or less; 25.4% had a license, certificate, vocational, or associate's degree; 15.5% had a bachelor's degree; and 24% had an advanced master's, professional, or doctoral degree. These four categories were used
as a linear family educational level variable in subsequent analyses.
Procedure

Parental consent was obtained through permission slips sent to parents' homes. Depending on school districts' preferences, letters were
distributed in one of two ways: (1) mailed to parents and returned
through the mail to the principal investigator in postage-paid envelopes, or (2) sent home with students and returned to the principal
investigator or to a school office. When letters were sent home to parents via students, research assistants returned to the school on multiple days to make sure all students received the information.
Approximately 60% of students who were approached agreed to participate, and 83% of those students completed surveys, resulting in the
final sample of 733 adolescents. (For confidentiality reasons, schools
did not provide names of students in the classrooms that were accessed
nor were accurate numbers of students in each classroom provided. As
a result, response rates are based on the number of permission slips
passed out to students. It should be noted that students could return
on multiple days to obtain additional consent forms if they had been
lost, thus response rates are conservative best estimates and are probably lower than actual response rates.) For returning permission slips
and completing the study, adolescents were given a candy bar donated
hy the Nestle Company.
Adolescents completed the questionnaires during an in-school visit.
Surveys were completed in one class period and took less than 50
minutes. During this visit, research assistants were available to students to help with any questions or concerns they may have had. In
the majority of classrooms, teachers were present; however, they sat
passively at their desks and did not interact with the students. (No
significant differences were found for the variables of interest when
teachers were present or not in the classroom.) To provide additional
incentives, adolescents completing study measures were entered into
a drawing. One in every twenty-five students was rewarded with a
twenty-five dollar gift certificate to a local area shopping mall.
Measures
Parent information form. One parent of all participants provided
demographic information for both parents in the household including
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age, education level, relationship to child, and family structure of the
household. This sheet was attached and returned with the consent
form. The parent information form was also designed to gather general
information regarding the adolescent including: (1) school and grade,
(2) sex, (3) age, (4) ethnicity, and (5) academic performance or grade
point average in the past academic grading period.
In our analyses, gender was entered as a dummy variable (1 = female). Ethnicity was included as two dummy variables. African American adolescents and the second dummy variable, Asian, Hispanic, and
biracial adolescents, collapsed other minority groups due to the lack
of a sufficient sample size to separate these groups. Males and nonHispanic Whites were the omitted comparison groups in our regression
analyses. Parents' educational level was collapsed into one linear variable ranging from 1 to 4 with each value representing the following
four categories: (1) high school diploma or less; (2) license, certificate,
vocational, or associate's degree; (3) bachelor's degree; and (4) advanced master's, professional, or doctoral degree. Family structure was
coded as two dummy variables, stepfamilies and single-parent families, with biological parents omitted.
Peer group membership. Three measures of perceived peer group
membership were assessed in this study. Each of the constructs is
detailed below.
Peer group affiliation (PGA). To assess peer group affiliation, participants were asked to "list the different groups or types of kids" at their
school. Then, they were asked if they were in one of the groups they
listed. This was a yes/no question. A dummy variable was created
representing whether an adolescent was affiliated with a peer group
(1) or not (0).
Group membership salience (GMS). To assess the importance of
group membership, participants were asked, "How important is it for
you to find a group that provides you with a sense of belonging?" The
response scale for this item was from 1 = not very important to 5 =
very important.
Sense of peer group belonging (GB). To assess the quality of peer
group belonging, participants completed the Group Belonging scale
(Newman & Newman, 1993). This measure includes 14 questions with
a 5-point Likert scale (1 = not at all true of me to 5 = very true of
me). Sample items include: (1) I am proud to be part of my friendship
group and (2) I worry that I am not a part of a group of friends. The
14 items were summed to reflect a sense of peer group belonging. Cronbach's alpha reliability coefficient for the present sample was .80.
Behavior problems. Participants completed the Youth Self-Report
(YSR), a 112-item questionnaire to assess perceptions of internalizing
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and externalizing problems (Achenbach, 1991). This measure, which
is widely used in national and international research as an indicator
of child and adolescent mental health, has been standardized for adolescents ranging in age from 11 to 18 years (Solantaus, Leinonen &
Punamaki, 2004; Lambert et al., 2003; Dishion, 2000). As recommended by Achenbach (1991) total raw scores were computed for internalizing and externalizing behaviors of the nonclinical sample and are
used in these analyses. Internalizing problems scales measure social
withdrawal, somatic complaints, anxiety, and depression. Externalizing problems scales measure delinquent behavior and aggressive behavior directed toward others. Sample items include: (1) internalizing:
I feel that I have to be perfect and (2) externalizing: I threaten to hurt
people. The Youth Self-Report has high Cronbach's alpha reliability
coefficients for both male and female adolescents and is able to discriminate between chnical and nonchnical populations, showing its vahdity
(Achenbach, 1991). Cronbach's alpha reliability coefficients for the
present sample were high (externalizing subscales: .90 for males and
.88 for females; internalizing subscales: .92 for males and .90 for females).

RESULTS

Results are presented in four sections. First, means and standard
deviations of the study variables including peer group affiliation, group
membership salience, group belonging, internalizing problems, and externalizing problems are reported by gender with t tests to assess gender differences. Second, correlations among the variables of interest
are presented. Third, the relationships of the demographic variables
including ethnicity and age are related to the four study variables.
Fourth, results of hypothesis testing are presented.
Descriptive Statistics, Gender Differences, and Correlations
Means and standard deviations for the study variables, peer group
affiliation (PGA), group membership salience (GMS), group belonging
(GB), internalizing behavior problems, and externalizing behavior
problems are presented in Table 1. Correlations among these constructs are presented in Table 2. There was no difference in the percentage of boys and girls who reported being a member of a group. All
the other gender comparisons were signiflcant. Girls reported higher
levels of GMS and GB than boys. Girls also reported more internalizing
behavior problems than boys, while boys had higher scores on externalizing behavior problems.
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Table 1
Descriptive Statistics and Gender Comparisons

M

n

Variable

SD

Peer Group Affiliation (PGA)
Females
Males

423
268

,79

.41

,81

.39

Group Membership Salience (GMS)
Females
Males
Total

422
268
690

3.71
3.45
3.61

Group Belonging (GB)
Females
Males
Total

448
285
733

Internalizing Behavior Problems
Females
Males
Total
Externalizing Behavior Problems
Females
Males
Total

t

P

-.71

ns

1.31
1.42
1.36

2.47

<,05

56.90
53.37
55.53

8.13
8.79
8.56

5.54

<.OO1

448
285
733

15.83
13.29
14.84

9.94
10.78
10.34

3.26

<.OO1

448
285
733

13.22
15.49
14.10

8.40
9.77
9.02

-3.35

<.OO1

Table 2
Correlations Among Study Variables
1
1. Peer Group Affiliation
(PGA)
2. Group Membership
Salience (GMS)
3. Group Belonging
(GB)
4. A g e
5. Internalizing Behavior
Problems
6. Externalizing Behavior
Problems

*p<.05, **p<.01.
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—

2
,23* *
—

3

4

5

6

.14"

.09*

-.10**

-.03

.13"

-.12"

-.00

-.03

—

.04

-.47"

-.43"

.04

• .10*

—

.63"

The correlations show that GB was negatively correlated with both
internalizing behavior problems (r = -.47, p < .01) and externalizing
behavior problems (r= -.43, p < .01), but GMS was not significantly
correlated with these variables. GB was positively correlated with
GMS (r = .13, p < .01) and with PGA (r = .14, p < .01) but at modest
levels suggesting that these are distinct constructs. Inernalizing and
externalizing behavior problems were correlated (r = .63, p < .01)
providing support for the co-morbidity of these problems' (Capaldi
1991, 1992; Gamefski & Diekstra, 1997).
One-way analysis of variance and correlations were used to assess
the relationship of ethnicity, parents' educational level, family structure and age to the four study variables. Ethnicity was significantly
related to GB, F(2, 730) = 3.69, p < .05, and to GMS, F{2, 687) =
14.79, p < .001, but not to internalizing or externalizing problems.
Non-Hispanic white adolescents had higher GB scores (M = 56.21, SD
= 8.3) than African Americans (M = 54.30, SD = 8.9). Non-Hispanic
white adolescents had higher GMS scores (M = 3.83, SD = 1.25) than
African Americans (M = 3.24, SD = 1.45) and other ethnic groups (M
= 3.33, SD = 1.47).
Family education level was significantly related to GB Fi3 729) =
5.42, p < .001; to GMS, F(3, 686) = 6.54, p < .001; to internalizing
problems, F{3, 729) = 2.90, p < .05; and to externalizing problems,
F(3, 729) = 4.44, p < .01. Family structure was significantly related
to GB, F(2, 729) = 6.06, p < .01; and to GMS, F(2, 686) = 7.51, p <
.001. Age was negatively related to GMS (r = -.12, p < .01)' and
positively related to externalizing problems (r = .10, p < .05). Being a
member of a group was somewhat less important to older than to
younger adolescents, and older adolescents reported somewhat more
extemahzing problems than did younger adolescents.
Hypothesis Testing
The first hypothesis was that girls would have more internalizing
problems than boys, and that boys would have more externalizing
problems than girls. As reported in Table 1, the first hypothesis was
supported through independent sample t tests. Girls reported significantly more internalizing behavior problems (M = 15 83 SD = 9 94)
than boys (M= 13.29, SD = 10.78); ^(731) = 3.26, p < .001. Boys
reported significantly more externalizing behavior problems (M =
15.49, SD = 9.77) than girls (M = 13.22, SD = 8.40); t(731) = - 3 24
p < .001.
• '
The second hypothesis was that group membership would be more
important for girls than for boys. As reported above, there were no
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differences in the percentage of girls and boys who said that they were
members of a group. Independent sample t tests were conducted to
compare the GB and GMS scores for girls and boys. Girls had significantly higher scores on group belonging (M = 56.90, SD = 8.13) than
boys (M = 53.37, SD = 8.79); f(731) = 5.54, p < .000. Girls also had
significantly higher scores on the measure of group membership salience (M = 3.71, SD = 1.131) than boys (M = 3.45, SD = 1.42); t{688)
= 2.48, p < .05. These two analyses support Hypothesis 2, confirming
that group membership is more important to girls than to boys, and
that girls experience a greater sense of group belonging than do boys.
The third hypothesis was that a positive sense of group belonging
would be related to lower internalizing and externalizing behavior
problems. This hypothesis was explored in two ways. First, internalizing and externalizing problems were regressed on the demographic
variables of age, gender, family's education level, ethnicity, family
structure, and group belonging. The regression analyses are presented
in Table 3. Results show that girls had more internalizing behavior
problems than boys and that with age both internalizing and externalizing behavior problems increased. Finally, a standard deviation
increase in peer group belonging was related to approximately a half
of standard deviation decrease in internalizing and externalizing behavior problems, thus showing the importance of this construct for
adolescent functioning.
As a second test of Hypothesis 3, multivariate analysis of variance
(MANOVA) was used to consider the relationship of being affiliated
with a group to internalizing and externalizing problems. This approach emphasized perceived peer group affiliation rather them group
belonging by focusing on the single question, "Are you a member of
any of the groups you listed?" Of the 649 students who answered this
question, 22% said no, they were not in one of these groups; 78% said
yes. Using chi-square analysis, no significant differences were found
in the proportion of males and females who answered yes or no to
this question. A two-factor MANOVA was carried out to assess the
relationship of gender and PGA to the two dependent variables, internalizing £md externalizing problems. Because of unequal numbers of
males and females, and unequal numbers of respondents who did or
did not belong to a group, Pillai's trace was used to test the significance
of the model.
Both gender, F(2, 686) = 14.732, p < .001, and PGA, F{2, 686) =
4.184, p < .05, were significantly different. The interaction between
gender and being a member of a group was not significant. The means
and standard deviations for internalizing and externalizing problems
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Table 3
Group Belonging and Adolescent Internalizing and Externalizing
Behavior Problems (n = 732)
Internalizing Problems

Adolescent Age
Female
Family Education
Ethnicity
White (Omitted)
African American
Asian, Biracial, and
Hispanic

P

.40*

.18

.07*

5.03**'*

.69

.24***

.01

.30

-1.64
-1.98

-.63***

F, Prob>F

R'

S

SEB

.50**

.16

P
.10**

-.27

.63

-.01

.00

.30

.27

.04

.82
1.07

-.07
-.06

-1.82
-1.62

.75
.97

-.09*
-.06

.92
.86

.02
.03

.84
.79

.01
.03
..44".

.04

-.52***

CO CO
T- CO

Group Belonging (GB)

SEB

CO CO
CO 00

Family Structure
Biological Parents
(Omitted)
Stepfamily
Single-Parent Family

e

Externalizing Problems

-.46***

.04

35.36***

24.20***

.28***

.21***

*p<.05, **p< .01, ***p<.001.
for males and females who say they are in a group or are not in a
group are presented in Table 4. Univariate tests of significance show
that being a member of a group was significantly related to intemalizing problems, Fd, 687) = 6.874, p < .01, but not to externalizing
problems. Those who said they were in a group had lower intemalizing
scores. Gender was significantly related to intemalizing problems, Fil,
687) = 5.091, p < .05, and to externalizing problems, F(l, 687) = 5.173,'
p < .05. Females had higher scores on intemalizing problems and
males had higher scores on extemahzing problems. There were no
significant PGA by gender interactions. The second test of Hypothesis
4 using self-report of group affiliation, confirms the relationship of
group membership to fewer intemalizing problems, but does not confirm the relationship of group membership to fewer extemahzing
problems.
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Table 4
Relationship of Gender, Group Affiliation, and Group Belonging
to Internalizing and Externalizing Problems

Gender

Peer Group
Affiliation
(PGA)

Internalizing
Behavior
Problems
M
SD

Models

Externalizing
Behavior
Problems
M
SD

Models
F=3.26*

F=5.82*
Female

Yes
No

15.44 10.14
17.60
9.46

13.16
14.04

8.66
7.75

Male

Yes
No

12.72 10.23
15.80 11.80

15.35
15.84

9.58
10.03

*p<.05, "*p<.001.

Group Belonging (GB)
by Group Membership
Salience (GMS)
Groups
1.LBLS

2. HBLS

3. LBHS

4. HBHS

Internalizing
Behavior
Problems
M
SD

Female
Male
Total

21.28
17.56
19.31

11.17
11.87
11.66

Female
Male
Total

11.92
9.12
11.05

7.50
7.25
7.51

Female
Male
Total

21.03
17.11
19.46

10.56
11.87
11.23

Female
Male
Total

12.95
8.16
11.35

7.97
6.36
7.80

Post Hoc
Comparisons*

Externalizing
Behavior
Problems
Post Hoc
M
SD Comparisons*

1>2,4

16.85
17.35
17.11

9.75
10.51
10.13

1>2,4

2<1,3

10.69
12.10
11.12

6.81
8.04
7.22

2<1,3

3>2,4

16.10
17.98
16.86

9.62
10.57
10.02

3>2,4

4<1,3

11.54
12.79
11.96

7.01
7.69
7.26

4<1,3

Note. LB = low belonging, LS = \ow salience, HB = high belonging, and HS = high
salience.
*AII post hoc comparisons significant based on Tukey's HSD (p < .05).

254

Hypothesis 4 stated that adolescents who report that group membership is very important, and who also have a positive sense of group
belonging will report fewer intemalizing and externalizing problems
than those who report that group membership is very important and
have a low sense of group belonging. To test this hypothesis, the sample
was divided into four groups using the mean split of the GB and the
mean split for GMS. Group 1 (LBLS, n = 153) had a low sense of group
belonging (LB) and low group membership salience (LS). Group 2
(HBLS, n = 135) had a high sense of group belonging (HB) and low
group membership salience (LS). Group 3 (LBHS, n = 160) had a low
sense of group belonging (LB) and high group membership salience
(HS). Group 4 (HBHS, n = 242) had a high sense of group belonging
(HB) and group membership salience (HS). This new variable, which
combined group belonging (GB) and the importance of group membership (GMS), was included with gender in a two-factor MANOVA including internalizing and externalizing problems. The comparison of
interest was Group 3 (LBHS) and Group 4 (HBHS). There was a statistically significant group effect, F(6, 1362) = 21.85, p < .000, Wilks's
lambda = .832. There was a statistically significant gender effect, F{2,
681) = 31.194, p < .000, Wilks's lambda = .916. The interaction between the new variable of group belonging and its salience, and gender
was not significant.
Follow-up univariate analyses indicated that the four groups described above were significantly different with respect to both internalizing, F{3, 682) = 45.401, p < .001, and extemalizing problems,
F{3, 682) = 19.221, p < .000. Table 4 summarizes group means by
gender for internalizing problems and externalizing problems, and the
significant post hoc comparisons. Those in Group 4, HBHS, had significantly lower internalizing scores (M = 11.35, SD = 7.80) than those
in Group 3, LBHS (M = 19.46, SD = 11.23). Results for extemahzing
problems were similar to those for intemalizing problems. Post hoc
analyses indicated that Group 4, HBHS, had significantly fewer externalizing problems (M = 11.96, SD = 7.26) than Group 3, LBHS (M =
16.86, SD = 10.02). Thus our final hypothesis was supported showing
that adolescents for whom group membership is very important, and
who have a positive sense of group belonging have significantly fewer
internalizing and externalizing problems than adolescents for whom
group membership is very important but who have a low sense of group
belonging. This relationship holds true for both boys and girls.
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DISCUSSION AND IMPLICATIONS

The study provides insight into three different aspects of peer group
membership: group affiliation, a sense of group belonging, and group
membership salience. In general, the results confirm previous work
that girls report more internalizing problems, and boys report more
extemalizing problems. The results also highlight the strong relationship between a sense of group belonging and mental health, showing
that both boys and girls report fewer intemalizing and externalizing
problems when they experience a sense of group belonging. There are
no interaction effects between gender and group belonging, suggesting
that group membership or its absence is related to behavior problems
in the same way for both boys and girls. Group membership is not
exactly the same as a sense of group belonging. Those adolescents who
report being a member of a group have fewer intemalizing problems,
but do not differ in their extemalizing problems from those who are
not members of groups. Finally, the study highlights the difference in
behavior problems between adolescents who view group membership
as important and also experience a sense of belonging, and those who
view group membership as important but do not have a positive sense
of group belonging.
Some limitations of the current study must be taken into account as
we consider the implications of these results. It is likely that the active
parental consent process biases the sample to those adolescents and
their families who have positive relationships, at least to the extent
that adolescents would bring home the permission forms, explain the
study, and bring the forms back to school. Families that are more
disorganized or where there is greater parent-child confiict would be
less likely to return the forms. Thus, the sample is likely to be comprised of fewer adolescents with serious exteriializing and internalizing problems.
The data were gathered from a single source, the adolescents themselves. We did not gather data about the key study variables from
parents, teachers, or peers. Other research comparing the YSR with
the Child Behavior Check List or the Teacher's Report Form find that
adolescents tend to report fewer problems than do parents or teachers
who are evaluating them (Achenbach et al., 2002). Peer nominations
were not included in the analysis of peer group affiliation. Thus we
have no validating information about students' claims of group membership. However, there is evidence that perceived group membership
is an acceptable approach to understanding group belonging from the
adolescent's point of view (Kiesner et al., 2002; Stone & Brown, 1999).
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We measured mental health using the presence or absence of internalizing and externalizing problems. Future studies might include
measures of well-being, optimism, or other indicators of positive mental health. The current study was a snapshot of group membership at
one point in time. Future research might examine the impact of the
sense of group belonging prior to 6th grade for subsequent mental
health in adolescence, and the consequences of gains or losses in a
sense of group belonging for mental health during adolescence.
Given these limitations, we want to explore some of the implications
of the results for our understanding of the nature of group belonging
and its relationship to mental health in adolescence. Although much
of the literature on peer group membership focuses on the ways that
groups infiuence adolescents to escalate antisocial or risky behaviors,
ourfindingspoint to a general positive contribution of group belonging
to mental health. Adolescents who feel valued and comfortable in their
peer groups have fewer internalizing and externalizing problems.
Given recent evidence that half of all lifetime cases of mental illness
begin by age 14 (Egan & Asher, 2005), we beheve that the role of a
sense of group belonging for adolescent adjustment has to be given
greater attention.
We considered three components of group membership: group affiliation, perceived importance or salience of group membership, and overall sense of group belonging. If adolescents perceive that they are
members of groups (group affiliation), they have fewer intemalizing
problems. Perceived membership does not predict extemalizing problems. One explanation for this is that some adolescents are members
of groups that sanction aggressive behavior. Some children, especially
rejected or aggressive children, are likely to find group membership
with others who are rejected or aggressive (Brown, 2004). These children may have fewer social skills and may not treat each other well;
they may have more hostile interactions. There is a considerable literature on the impact of aggressive peer relationships on problem behavior, suggesting that children whofinda sense of belonging in antisocial
peer groups may be actively engaged in externalized behaviors that are
sanctioned by their group (Prinstein & LeGreca, 2002; Brown, 2004;
Dishion, 2000; Dishion & Owens, 2002). Thus, their sense of group
memberships may help to reduce feelings of anxiety or depression, but
not inhibit extemalizing behaviors.
Our study revealed a modest relationship between group membership salience and group belonging, and no relationship between group
membership salience and intemalizing and extemalizing problems.
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However, the combination of group membership salience and a sense
of group belonging served to highlight significant differences in the
sample. Those who want to be a member of a group and do experience a
sense of belonging clearly report fewer intemalizing and externalizing
problems than those who want to be a member of a group and do not
experience a positive sense of group belonging. This way of looking at
group membership helps to identify young people who may be especially vulnerable for developing mental health problems since their
desire for group belonging is not being met.
The basic premise of the research, that a sense of group belonging
is positively associated with mental health, was supported for both
boys and girls. We found that group membership salience was higher
for girls tban for boys, and that girls also reported a stronger sense of
group belonging tban boys. But for both girls and boys, group belonging
was a predictor of intemalizing and externalizing problems. Given the
propensity of girls to experience more internalizing problems and for
boys to experience more externalizing problems, we expected the impact of social isolation to be different for tbe two groups (e.g., girls wbo
wanted to be in a group and who did not have a sense of group belonging would experience more internalizing problems, and boys who
wanted to be in a group and did not bave a sense of group belonging
would exhibit more extemalizing problems). However, the data did
not support tbese interactions. Both internalizing and extemalizing
problems are bigber for boys and girls when tbey value group membership highly and do not experience a sense of group belonging.
Prior research suggests tbat girls often report that peer group membership is more important to tbem tban do boys, and tbat tbeir friendsbips are more intimate than friendships among boys (Brown et al.,
1986; Brown & Lobr, 1987; Kiesner et al., 2002; Hart & Thompson,
1997). There is also a tbeme in tbe literature tbat implies it may be
more important for girls to feel connected and for boys to feel autonomous (Triandis, 1990; Gilligan, Lyons, & Hanmer, 1990; Killen &
Stangor, 2001). Tbe results of tbe current study suggest tbat tbese
gender-differences in rating or reporting tbe importance of peer group
membership should not overshadow tbe fact that group belonging has
an important relationship to mental health for both boys and girls.
The current study bigbligbts tbe importance of feelings of connection
for both boys and girls. Boys may differ from girls in tbe way they talk
about or describe tbeir friendsbips wbicb may disguise tbe importance
tbat a sense of group belonging contributes to tbeir mental bealtb.
Tbe current researcb raises additional questions about tbe link between mental bealtb and peer group membersbip. We need to learn
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more about the reciprocal interaction of peer group membership and
positive mental health. Do individual characteristics such as being
sociable, optimistic, and extraverted account for both group belonging
and mental health? Or does group membership provide an additional
set of social resources, created by individuals but sustained through
their collective commitment? We also need to learn more about the
social context of peer group membership. For example, can being a
member of a "brain" group or a "nerd" group that is devalued in a
particular high school environment still provide meaningful social support functions that foster mental health? There is some evidence that
children who are members of devalued or rejected groups follow a different path toward mental health by identifying positively with the
strengths of their own group (Prinstein & LaGreca, 2002). It is possible
that membership in a devaluated group may increase the salience of
that membership and lead to a stronger sense of group belonging.
Finally, research needs to address the developmental pathways from
successful group integration in adolescence to effective participation
in group contexts in college or early adulthood. How are the skills
developed as a result of group membership and a sense of group belonging in adolescence adapted to adult contexts including friendship,
work, and family?
Our findings support the view that group belonging provides young
people with a sense of definition, purpose, meaning, worth, and social
control, all of which contribute to positive mental health (Newman &
Newman, 2001). Relating to others in group situations and forming
meaningful, enduring group connections are hard work. Many adolescents spend hours of their day, both in school and after school, tending
to their group connections. Their peer group work can be documented
in note-passing, e-mails, phone calls, instant-messaging, during school
and after school talking, planning, partying, "hanging out," membership in sports, clubs, and after-school activities, diaries, and journals.
The work of establishing a sense of peer group integration is evidence
of a variety of healthy coping skills including problem solving, effective
communication, and emotional regulation.
The successful negotiation of peer relationships is central to psychosocial development in adolescence. Peer social support has a positive impact on well-being, buffering youth from feelings of anxiety and
alienation, providing advice and understanding as young people face
new challenges, and helping young people feel valued, especially during times of rapid change (Hirsch & Dubois, 1992). While it may be
the case that some peer cultures distract adolescents from the academic agenda of middle school or high school, even those groups can
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be important to mental health by helping young people feel connected
and valued. Peer groups may help to preserve adolescents' mental
health under conditions of rejection by peers, parents or schools.
Parents, teachers, and community leaders can support optimal youth
development by nurturing this sense of group belonging rather than
disdaining or dismissing it. Relating to others in group situations requires a wide variety of cognitive, social, and emotional skills. Adults
who hope to promote positive youth development need to acknowledge
the importance of youth participation in school and community groups
and take time to understand and foster the development of those social
competencies that contribute to effective youth participation.
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Abstract
We present a conceptualization of student engagement based on the culmination of concentration, interest,
and enjoyment (i.e., flow). Using a longitudinal sample of 526 high school students across the US, we
investigated how adolescents spent their time in high school and the conditions under which they reported
being engaged. Participants experienced increased engagement when the perceived challenge of the task and
their own skills were high and in balance, the instruction was relevant, and the learning environment was under
their control. Participants were also more engaged in individual and group work vs. listening to lectures,
watching videos, or taking exams. Suggestions to increase engagement, such as providing focused on
learning activities that support students’ autonomy and provide an appropriate level of challenge for students’
skills, conclude the paper
The Importance of Engagement for School-Aged Youth
School psychologists are rightfully concerned with some of the more stubborn and persistent educational
problems facing students today. Such problems include underachievement as well as learning, behavioral, and
emotional difficulties that eventually lead to school dropout for many students (Battin-Pearson et al., 2000).
Dropping out of school is theorized to be a gradual process of student disengagement and alienation, marked
by a chronic cycle of tardiness, absenteeism, failing classes, suspensions, and transitions between schools
(Finn, 1989). Nevertheless, even among students who finish the required years of schooling, some research
has found high rates of boredom, alienation, and disconnection with schooling (Larson & Richards, 1991).
Studies have characterized high school students, in particular, as bored, staring out classroom windows,
counting the seconds for the bell to ring, and pervasively disengaged from the learning process (Goodlad,
1984). According to a recent study on student engagement by Steinberg, Brown, and Dornbusch (1996), 50%
of students reported that their classes were boring, and up to one-third reported that they survived their school
day by “goofing off” with their friends.
However, students do not experience alienation and disconnection during all encounters with learning. Certain
conditions may promote excitement, stimulation, and engagement in the learning process. In this article, we
focus on student engagement within the framework of flow theory (Csikszentmihalyi, 1990). This study focuses
on how students spend their time in high school classrooms, and the conditions under which they become
more engaged in learning.
Research on Student Engagement
In recent years, there has been growing awareness of the importance of student engagement for learning and
achievement (e.g., Newmann, 1992; Steinberg, Brown, & Dornbusch, 1996). The likelihood of successful
school completion is maximized by student involvement and participation with the schooling process, which
fosters a sense of commitment and belongingness (Christenson, Sinclair, Lahr, & Godber, 2001). We focus
particularly on the phenomenological aspect of high involvement in classrooms, which includes concentrated
attention, interest, and enjoyment as opposed to apathy and lack of interest with instruction (Newmann,
Wehlage, & Lamborn, 1992). High engagement during tasks in the high school classrooms has been a
significant predictor of continuing motivation and commitment as well as overall performance in college
(Shernoff & Hoogstra, 2001).

Student engagement has been found to be influenced by a variety of phenomenological, instructional, teacher,
individual, and school factors:
Phenomenological factors. Research suggests that student engagement may be influenced by several
phenomenological factors, including the relevance of instruction and perceived control. With respect to
instructional relevance, students are more likely to become engaged with authentic academic work that
intellectually involves them in a process of meaningful inquiry to solve real life problems that extend beyond the
classroom (Newmann, Wehledge, & Lamborn, 1992). Student engagement has also been related to how much
control students have over their learning activities and positive emotions in the classroom (Deci, Nezlek, &
Sheinman, 1981).
Instructional and teacher factors. Student engagement may also be affected by contextual and classroom
factors, such as instructional format and school subject. With respect to the former, lecture recitation is among
the most common teaching formats, in which control remains with the teacher. However, research by Grannis
(1978) and Stodolsky (1988) indicate that students are more engaged in student-controlled versus teachercontrolled learning activities. A useful distinction to make is that whole group instruction tends to be perceived
by students as relatively teacher-controlled, whereas small group and individual instruction are perceived as
relatively student-controlled (Marks, 2000). In addition, exams and other external evaluations that emphasize
social comparisons also appears to have negative consequences on students’ interest and engagement
(Boggiano, Main, & Katz, 1988). Engagement has also been found to vary by school subject (Stodolsky, 1988).
Notable differences have been found in the degree to which students like various school subjects, and how
challenging and important they find them (Goodlad, 1984).
The teacher. Student engagement has also been related to teacher variables. For example, teachers
perceived as engaging are characterized as effective communicators who care about students and
enthusiastically provide opportunities for active learning (Cothran & Ennis, 2000). Teachers who are good
motivators also fulfill students’ needs for competence, extrinsic rewards, intrinsic interests, social support, and
ownership (Newmann et al., 1992).
Individual and school factors. A variety of studies have found student engagement to be mediated by individual
factors. For example, females were more engaged in classrooms than males (Finn & Cox, 1992) and sixth and
eighth graders were more engaged than tenth and twelfth graders (Yair, 2000). One individual factor that has
been found to positively influence engagement is reinforcement history, or the degree to which on task
behavior has been rewarded or praised in the past (Martens, Bradley, & Eckert, 1997). However, studies
utilizing multi-level models to partition the variance in student engagement into (a) classroom/instructional, (b)
individual, and (c) school components have found the effects of school and individual factors to be relatively
minimal compared to instructional and classroom factors (Marks, 2000, Shernoff, Schneider, &
Csikszentmihalyi, 2001).
Flow Theory
Flow is a state of deep absorption in an activity that is intrinsically enjoyable, as when artists or athletes are
focused on their play or performance (Csikszentmihalyi, 1990). Individuals in this state perceive their
performance to be pleasurable and successful, and the activity is perceived as worth doing for its own sake,
even if no further goal is reached (Nakamura & Csikszentmihalyi, 2002). The individual functions at his or her
fullest capacity, and the experience itself becomes its own reward (DeCharms, 1968; Deci, 1975). Highly
creative artists and scholars have reported the experience of flow when engaged in their best work
(Csikszentmihalyi, 1996).
Flow theory is based on a symbiotic relationship between challenges and skills needed to meet those
challenges. Flow occurs when individuals stretch the limits of their abilities to meet challenges, such that skills
are neither overmatched nor underutilized. This balance of challenge and skill is fragile; when disrupted,
apathy (i.e., low challenges, low skills), anxiety (i.e., high challenges, low skills), or relaxation (i.e., low
challenges, high skills) are likely to be experienced (Csikszentmihalyi, 1997). The experience of anxiety or

relaxation may prompt an instructor to change the level of challenge, and also prompt the student to increase
his or her skill level in order to reenter flow. Issuing appropriate challenge (e.g., posing a problem to be solved)
and providing the appropriate support of students skills (e.g., providing feedback and scaffolding) is the key to
working within childrens’ zones of proximal development (Rogoff, 1990). This dynamic may be one of the most
ideal ways of engaging students.
Because the flow state is intrinsically rewarding, individuals seek to replicate flow experiences. This introduces
a selective mechanism into psychological functioning that fosters growth (Nakamura & Csikszentmihalyi,
2002). As individuals seek to master new challenges, they develop greater levels of skill. Once mastered, they
must identify progressively more complex challenges to create an ideal match for their skills. Flow thereby
invokes a growth principle, in which a more complex set of capacities is developed.
Flow and Student Engagement
Based on flow theory, concentration, interest and enjoyment in an activity must be experienced simultaneously
in order for flow to occur (Csikszentmihalyi, 1997). While our study combines these variables into an
engagement composite score, each variable is an important component of flow theory and will be briefly
reviewed.
Concentration. Flow experiences are described as states of intense concentration or absolute absorption in an
activity (Csikszentmihalyi, 1990). In educational contexts, deep absorption in activities has been shown to
promote optimal learning experiences. For example, Csikszentmihalyi, Rathunde, and Whalen (1993) reported
that a sample of talented teenagers concentrated more than their average peers during classroom and study
activities, but comparatively less while watching television and engaging in social activities. This finding
suggests that the ability to harness concentration for more complex mental tasks may be one of the hallmarks
of achievement and talent development.
Interest. Interest in an activity is a fundamental aspect of flow experiences, setting the foundation for continuing
motivation and subsequent learning. Researchers have argued that interest provides the basis for becoming
engaged with a topic for its own sake (Deci & Ryan, 1987). Acting on intrinsic interest alone, individuals seize
opportunities to learn, read, work with others, and gain feedback in a way that supports their curiosity and
serves as a bridge to more complex tasks.
Enjoyment. Flow activities, including intellectually demanding tasks, can also be enjoyable and satisfying. They
may provide a feeling of creative accomplishment and satisfaction. Such feelings may occur mainly in
retrospect because all concentration is focused on the task during actual engagement (Csikszentmihalyi,
1990). In any event, individuals who have developed their talent and creativity are those who continue to follow
their sense of enjoyment in chosen activities (Csikszentmihalyi, 1996).
Rationale and Research Questions
Most of what is known about motivation and instruction is derived from research using experimental designs
(see Stipek, 1996). Because classrooms are settings in which students are engaged in compulsory activities,
measures developed in experimental conditions to study engagement in free-choice activities have limited
applicability. Therefore, more ecologically valid measures have been recommended (Brophy, 1983). Few
studies have examined the experience of flow in classrooms. Our study tests the theory of flow in classrooms,
and whether learning situations featuring high challenges matched with high skills were associated with high
engagement. Three research questions were investigated: 1) How do high school students spend their time in
school? 2) What is the association between phenomenological factors (e.g., the experience of challenge, skill,
and relevance) and student engagement? and 3) How do classroom factors, such as instructional method and
school subject matter influence student engagement?

METHOD
Participants
This study is based on data from the Sloan Study of Youth and Social Development (SSYSD), a national
longitudinal study that investigates how students think about their lives in relationship to the future
(Csikszentmihalyi & Schneider, 2000). The data were collected in three waves: 1992–1993 (Year 1), 1994–
1995 (Year 3), and 1996–1997 (Year 5). Twelve research sites across the US were selected for the study.
Sites were widely distributed geographically and differed in level of urbanization, racial and ethnic composition,
labor force composition, and economic stability. Data were collected from at least one elementary, middle, and
secondary school in each site. A total of 13 high schools were sampled (one in each of the 11 sites, and two in
the 12th site).
Students in grades 6, 8, 10, and 12 were randomly selected from school-prepared enrollment lists and
stratified by gender, race, ethnicity, and academic performance. This study selectively utilized a high school
subsample of the SSYSD because classrooms in elementary and middle schools were regarded as
inappropriate to include when considering the effect of contextual factors such as school subject (e.g.,
vocational education is unique to high schools) For each participant, only data collected in a single year was
analyzed. To maximize the high school sample, we selected 12th-grade students (n = 168) in Year 1 of the
study, 10th-grade students (n = 138) and 12th-grade students (n = 120) in Year 3 of the study, and 10th-grade
students (n = 100) in Year 5 of the study. Thus, the sample consisted of 526 students from three separate
cohorts in the 1990s. Sixty-two percent of the sample was female and 34% was male.
Sixteen percent of the sample was African American, 8% was Asian American, 10% was Latino, and 64% was
European American. The breakdown of race/ethnicity does not total 100% due to missing data. By averaging
indexes on parental education and status of parental occupation, socioeconomic status of participants’ families
were as follows: 7% were low income, 15% were lower-middle class, 37% were middle class, 27% were uppermiddle class, and 14% were upper class. A response bias occurred under-representing males, Latinos, and
students from low-income families when compared to national demographics. Care must be taken to interpret
results of this study with these response biases in mind. See Csikszentmihalyi and Schneider (2000) for further
details concerning the sampling design and procedures of the full-scale study.
Instrumentation
Experience Sampling Method (ESM). In this study, we utilized The Experience Sampling Method (ESM). This
method measures participants’ location, activity, affective, and cognitive experiences at random moments. It is
particularly valuable for eliciting the subjective experiences of persons interacting in their natural environments.
Previous research has demonstrated ESM as both reliable and valid (See Csikszentmihalyi & Larson, 1987;
Moneta & Csikszentmihalyi, 1996).
After being signaled by an electronic pager, participants took several minutes to complete an Experience
Sampling Form (ESF). The ESF contained approximately 45 items on two sides of a single page. The first four
items were open-ended questions asking participants to report their location, their thoughts, and the primary
and secondary activities in which they were engaged. Participants next reported their perceptions about the
activity with which they were engaged using a Likert-type response scales ranging either from 0 (low) to 9
(high) or 1 (low) to 9 (high). Participants also answered several items about their feeling states for mood on a
7-point semantic differential scales (e.g., happy – sad, strong – weak). Participants carried ESF logbooks for
the week sampled, with each logbook containing enough ESFs for students to respond to eight signals each
day of the week. Further details regarding ESM procedures can be found in Csikszentmihalyi and Schneider
(2000).
Dependent Measures
Student engagement. The primary measure of student engagement was derived from three items on the ESF:
“How well were you concentrating?” “Did you find the activity interesting?” and “Did you enjoy what you were
doing?” The measure of student engagement averaged these three variables because the simultaneous

experience of concentration, interest, and enjoyment is the central phenomenological feature of flow
experiences. High levels of concentration, enjoyment, and interest were not routinely experienced together (a =
.47) in this study of classroom experiences, but flow theory would predict that identifying contexts in which they
are experienced simultaneously may hold an important key to understanding student engagement. In addition
to the global indicator, each component of engagement was tested and reported separately.
Attention. A dichotomous measure of attention was based on the ESF item, “What were you thinking while you
were beeped?” Responses were coded as either academic or non-academic thoughts while engaged in
different classroom activities. Academic thoughts included thinking about a school subject (e.g., math), an
activity (e.g., taking notes), or other thoughts related to schooling. Non-academic thoughts included those
related to oneself, friends, romantic interests, eating, going home, or nothing at all.
Quality of experience factors. Participants rated the quality of their subjective experience at the time that they
were beeped on the Likert-type scales. These ratings were made on 25 separate items on the ESF. A
subsequent factor analysis was performed on these 25 items to provide a more parsimonious interpretation of
the results. Four factors were identified with eigenvalues over 1.4. First was Mood (e.g., participants’ overall
emotional state) with top loading components including: active (l1 = .78), sociable (l1 = .76), strong (l1 = .74),
happy (l1 = .70), and proud (l1 = .69). Second was Esteem (e.g., self-assessment of worth, ability,
accomplishments, success in meeting expectations, and control during classroom situations), with top loading
components including: meeting expectations of self (l2 = .76), succeeding (l2 = .68), meeting expectations of
others (l2 = .65), control (l2 = .61), skill (l 2= .60), and feeling good about self (l2 = .60). Third was Academic
Intensity (e.g., the challenge and importance found classroom activities and the amount of concentration
demanded), with top loading components including: challenge (l3 = .86), easy (l3 = -.83), importance to future
goals (l3 = .66), concentration (l3 = .57), and importance to self (l3 = .55). Fourth was Intrinsic Motivation (e.g.,
interest, enjoyment, and desire to engage in an activity), with top loading components including: interest (l4 =
79), wish doing something else (l4 = -.75), and enjoyment (l4 = .71). To determine how contextual factors
influenced student’s overall quality of experience in classrooms, top loading variables were averaged to form
composite variables for each factor and were added as independent variables (Mood, a = .85; Esteem, a =
.788; Intensity, a = .80; Motivation, a = .77).
Independent Measures
Challenge, skill, and the challenge/skill conditions. Measures of challenge and skill were derived from
responses to the question, “Indicate how you felt about the main activity.” Participants then rated: “Challenges
of the activity” and “Your skills in the activity.” Four challenge/skill conditions were then created based on flow
theory: (a) apathy (i.e., low challenge, low skill); (b) relaxation (i.e., low challenge, high skill); (c) anxiety (i.e.,
high challenge, low skill), and (d) flow (i.e., high challenge, high skill).
Instructional relevance and control.
The measure of perceived relevance averaged the responses to the questions: “Was this activity important to
you?” and “How important was it in relation to your future goals?” (r = .60 ). Perceived control was measured
from the question “Did you feel in control of the situation?” Choices ranged from 0 (low) to 9 (high).
Measures of classroom activities and school subject.
Coded responses to the open-ended ESF question “What was the main thing you were doing as you were
signaled?” were used to determine which activity students were engaged in when signaled. The most frequent
classroom activities selected for comparison were individual work (n = 406); listening to a lectures (n = 381);
taking exams (n =225); watching television, films, or videos (n = 128); and group work (n = 103), which
combines group work and lab activities (note: n in this case refers to the number of ESFs submitted in a
particular activity, not the number of participants engaged in the activity). Because participants were beeped
randomly, duration of engagement in each activity (both in total and before the student was beeped) was not
known but varied randomly. The coded response on the ESF question, “Where were you as you were
signaled?” was used to determine which school subject students were attending as they were signaled. The

subjects examined were English (n = 697), math (n = 571), science (n = 614), history (n = 220), foreign
language (n = 353), social science (n = 377), computer science (n= 96), art (n = 295), and vocational education
(n = 241).1

Procedure
To implement the ESM, pre-programmed wristwatches randomly signaled participants eight times daily at
different intervals from 7:30 a.m. through 10:30 p.m. over the course of one 7-day week. Participants
completed the ESF each time they were signaled.2 In our sample of 526 students, we analyzed 3,630
responses that occurred in a classroom context, which averaged to 6.9 responses per student. ESM data were
coded by trained coders using a detailed coding scheme. Inter-coder agreement was computed using Cohen’s
Kappa, which ranged between .86 and .97 for all codes.
Analyses of ESM Data
Time use. To estimate time use in classrooms, we calculated the percentage of beeps reported in one activity
compared to total beeps in all possible activities of interest (e.g., 250 beeps reported while in one type of class
activity out of a total of 1,000 beeps reported in all class activities equals 25%).
Z scores. To estimate participant’s overall level of engagement in classrooms and in subsequent analyses, raw
ESM scores were analyzed as well as their conversion into z scores (e.g., a score of 0 for the enjoyment
variable is the student’s average enjoyment in a given context, a score of -1 indicates the student’s level of
enjoyment is one SD below his or her average). Because z scores are measured relative to each students’
own experience throughout the week, much of the variation in scores occurring among individuals is removed.
Thus, z scores are more sensitive to the effect of context on students’ quality of experience. This sensitivity
was considered desirable for a study of classroom contextual factors on student engagement.
Level of analyses. ESM scores were treated as situationally dependent such that repeated measures provided
by the same student on different occasions were considered to be independent of each other. Because the
research questions compared experiences in different learning situations rather than individuals, this was
believed to be the most appropriate unit of analysis.3 Because reports of student experiences are also
individually dependent, results were crosschecked to confirm that they were also statistically significant when
performed at the individual level using multi-level models (Shernoff, Schneider, & Csikszentmihalyi, 2001).
Statistical tests. One-way ANOVAs were used as the primary statistical test. Duncan’s Multiple Range Test
was also utilized for each ANOVA post-hoc. Results of the Duncan’s tests are denoted by superscripted letters
representing separate statistical categories such that a < b < c < d < e. T tests and Chi-Square analyses were
also utilized. For analyzing the effects of the challenge/skill conditions, high challenge and skill was defined as
z scores on each variable over 0 (i.e., experiences in which challenge was above each individual’s own mean),
and low challenge and skill was defined as z scores less than 0 (i.e., experiences in which challenge and skill
was below each individual’s own mean). This method is the most common way of defining high vs. low
challenge and skills for the purpose of creating challenge/skill conditions associated with flow theory (e.g.,
Massimini & Carli, 1988). Because results are correlational, however, caution must be used when interpreting
results.

RESULTS
How Students Spent Their Time in High School Classes
Using ESM data, we determined the percentage of time spent in various activities related to instruction. The
two most frequent activities were engaging in individual work (23%) and listening to lectures (21%). When
combined with taking notes (10%), and doing homework or studying (7%), the majority of students’ time in
instruction was relatively independent and included non-interactive seatwork. Participants also spent 13% of
their time taking exams and 7% of their time watching television or a video. Beyond these major spheres of

classroom activity, small amounts of time were spent more interactively, in discussion (9%) and group or lab
work (6%). Little time was spent talking with the teacher individually (1%). The remaining 4% was spent on
other activities, such as watching demonstrations and giving presentations.
Phenomenological Influences on Student Engagement
The effect of challenge and skill. The next analyses determined whether perceived challenges and skills in
classrooms effected engagement and the quality of students’ experience. T tests were conducted on
engagement and other experiential measures with the perceptions of challenge and skill (i.e., high v. low) split
at the median and used as the grouping variable (challenge, Mdn = .36, N = 3487; skill, Mdn = .14, N = 3469).4
The perception of high challenge was associated with higher engagement t (3418) = 9.83, p < .001 than the
perception of low challenge, especially in terms of concentration t (3487) = 19.87, p < .001, and interest t
(3455) = 7.65, p < .001. When students perceived their skill level as high, they also reported higher
engagement t (3410) = 10.89, p < .001, as well as higher esteem t (3361) = 23.15, p < .001, and motivation t
(3405) =11.96, p < .001.
The effect of challenge/skill conditions on engagement. In addition to the independent effects of challenge and
skill on the quality of experience, flow theory would predict that the interaction of challenge and skill effects
engagement. Thus, we compared average z scores for engagement in four challenge/skill conditions based on
flow theory: (a) apathy (i.e., low challenge, low skill); (b) relaxation (i.e., low challenge, high skill); (c) anxiety
(i.e., high challenge, low skill), and (d) flow (i.e., high challenge, high skill). Table 1 presents the results of an
ANOVA performed on all dependent measures. Results revealed that the four conditions had a significant
effect on engagement F (3, 3401) = 83.12, p < .001, including the subcomponents interest F (3, 3467) = 52.71,
p < .001, concentration F (3, 3467) = 144.29, p < .001, and enjoyment F (3, 3467) = 49.91, p < .001. The
highest levels of engagement were reported in the flow condition. Students reported being the least engaged in
the apathy condition.
The effect of challenge/skill conditions on attention. Similar patterns emerged when examining the effect of the
challenge/skill conditions on students’ attention. We computed a cross-tabulation of attention with the four
challenge/skill conditions and found the effect of flow channels on attention to be significant [c2 (3, N = 3417) =
229.57, p < .001]. In the flow condition, participants reported attending to instruction 73% of the time, as
opposed to the apathy condition (i.e., challenge and skills are low), when participants were attending to
instruction approximately 42% of the time. In the anxiety and relaxation conditions, participants reported
attending to instruction 70% and 58%, respectively.
The effect of challenge/skill conditions on quality of experience. Challenge/skill conditions also appeared to
exert a strong influence on other measures of students’ quality of experience, including mood F (3, 3467) =
28.61, p < .001, esteem F (3, 3467) = 181.48, p < .001, intensity F (3, 3467) = 555.84, p < .001, and motivation
F (3, 3467) = 52.34, p < .001. All measures of students’ quality of experience were reported to be highest in the
flow condition and lowest in the apathy condition, with the one exception of esteem, which was lowest in the
anxiety condition.
The effect of control and relevance. The effects of perceived control and relevance on engagement (control,
Mdn = -.21, N = 3483; relevance, Mdn = 10, N = 3455) was also examined. Students reported feeling
significantly more engaged t (3407) = 13.74, p < .001, and experiencing higher esteem t (3361) = 28.23, p <
.001, and mood t (3226) = 14.78, p < .001, when experiencing high versus low control over situations. Students
also reported higher engagement t (3406) = 19.57, p < .001 when instruction was perceived as having high
versus low relevance. The perception of high relevance was also associated with higher academic intensity t
(3443) = 47.17, p < .001. Z score means reflect that engagement was frequently above students’ own average
for the week when perceptions of control and relevance were high, and below their own average when these
perceptions were low.

The Influence of Instructional Method
The effect of instructional method on engagement. Table 2 presents the results of a one-way ANOVA
performed on engagement during the five different classroom activities with Duncan’s Multiple Range Test.
There was a significant effect of instructional method on engagement F (4, 1238) = 6.48, p < .001, including
the interest F (4, 1238) = 5.21, p < .001, concentration F (4, 1238) = 33.98, p < .001, and enjoyment F (4,
1238) = 14.73, p < .001. Students reported higher engagement during group work and individual work than
while taking exams, watching television or videos, or listening to lectures.
The effect of instructional method on attention. A cross-tabulation of attention and the five instructional
methods also yielded a significant effect [c2 (3, N = 1238) = 43.49, p < .001]. Students reported paying
attention 83% of the time when taking exams, 77.9% of the time during individual work, and 75.2% of the time
during group work. By comparison, they were paying attention less frequently while listening to the teacher
lecture (65.3%) and while watching TV or a video (57.1%).
The effect of instructional method on quality of experience. Table 2 also presents ANOVA results comparing
several experiential measures across the same activities. There was a significant effect of instructional method
on mood F (4, 1207) = 13.48, p < .001, esteem F (4, 1207) = 2.92, p < .05, intensity F (4, 1207) = 56.93, p <
.001, and motivation F (4, 1204) = 9.96, p < .001. Students reported a higher quality of experience on all
measures during individual and group work versus listening to lectures. When taking exams, participants
reported the highest level of academic intensity but the lowest level of motivation compared to other activities.
On the other hand, participants reported relatively high motivation, but low intensity, while watching television
or videos.
The Influence of School Subject
The effect of school subject on engagement. Results from a one-way ANOVA show a significant effect of
school subject on engagement F (8, 3332) = 6.49, p < .001, including interest F (8, 3332) = 4.81, p < .001 and
enjoyment F (8, 3332) = 16.39, p < .001, but not concentration F (8, 3332) = 0.78, n.s. (Table 3). Participants
reported the highest level of engagement in art, followed by computer science, vocational education, social
studies/science, English, science, foreign language history, and math. Overall, participants reported being
more engaged in their non-academic subjects (i.e., computer science, art, and vocational education) than in
their academic subjects.
The effect of school subject on attention. A cross-tabulation of attention and school subject also yielded
significant results [c2 (3, N = 3332) = 29.85, p < .001]. Students reported paying attention most frequently in
math (65.2%), science (65.0%), and computer science class (64.6%), and least frequently in history (57.6%),
English (56.7%) and social studies (52.8%).
The effect of school subject on quality of experience. School subject also exerted a significant effect on mood
F (8, 3332) = 4.70, p < .001, intensity F (8, 3332) = 6.21, p < .001, p < .001 and motivation F (8, 3332) = 10.80,
p < .001, but not esteem F (8, 3332) = 1.80, n.s. Participants reported math courses to be the most
academically intense, but the least motivating. Conversely, participants reported high levels of motivation while
in art and vocational education classes, but rated their experiences in those classes as relatively less
academically intense or challenging. Computer science was a rare subject in which students reported high
levels of intensity as well as motivation, interest, and enjoyment. In general, we found that students reported
their academic classes to be more intense (i.e., challenging and important), but their nonacademic courses
more intrinsically motivating.

DISCUSSION
Student engagement is likely related to how time is spent in classrooms. Results suggest that students spend
28% of their time passively attending to information transmitted to the entire class (i.e., listening to a lecture,
watching television or a video). More than one-half of their instruction time was spent on independent work that

was somewhat active, structured, or intellectually challenging for at least some of the time (e.g., individual
work, taking an exam, studying or doing homework, or listening and taking notes). Approximately 14% of
students’ time in class was spent in more interactive activities, such as class discussions and group activities.
The abundance of lectures, taking notes, and watching videos makes for a narrow range of classroom
activities that leave little room for active engagement. An interesting question becomes how students can be
expected to reach adult goals of participation, belongingness, and identification with the school (Finn, 1989)
when active and meaningful participation is not consistently invited in classrooms. Promoting participation in
school activities may help increase levels of school identification and combat the process of withdrawal.
Phenomenological features of instruction. Phenomenological aspects of instruction appeared to have profound
effects on student’s level of engagement, particularly the balance of challenge and skills, as well as control and
relevance. While the context of instruction is not known in these analyses, results suggest that purely
subjective perceptions of challenge and relevance influence the quality of student’s experience. This suggests
that student disengagement and lack of attention may stem from a lack of challenge or meaning in typically
teacher-led instruction. Teachers may be able to enhance engagement by supporting students’ sense of
competency and autonomy, such as providing tasks that offer choice, are connected to students’ personal
goals, and offer opportunities for success.
In addition, the interaction or “fit” of instructional challenge with skills also effected student engagement beyond
the independent effects of challenge and skill. As flow theory would predict, student engagement was highest
when challenges and skills were both relatively high and in balance and lowest when challenges and skills
were both low. While similar results have been reported in numerous contexts with school-aged adolescents
(e.g., Csikszentmihalyi et al., 1993; Massimini & Carli, 1988; Moneta & Csikszentmihalyi, 1996), this
relationship has not yet been observed specifically in high school classrooms. Despite the importance of
perceived competency for engagement, providing curricular tasks that are too easy does not appear to be an
effective strategy for facilitating student engagement any more than giving students tasks that are too difficult.
Optimal engagement appears to be promoted by a moderate difference between the challenge of a task and
an individual’s skills. Individuals naturally learn by mastering skills one step beyond one’s current skills;
nevertheless, the challenge for teachers is to provide tasks slightly too difficult to master at one’s present skill
level, but that are able to be mastered with the acquisition of new skills.
The Influence of instructional method.
Students reported being more engaged during individual and group work than while listening to a lecture,
watching TV/video, or taking a test. Lecture recitation is among the most common teaching formats, and one in
which the student is relatively anonymous and inactive. During lecture recitation, the locus of control remains
firmly with the teacher; hence, lecture recitation may be viewed as both a formal and controlling mode of
instruction in which the teacher dominates the classroom (Bidwell & Kasarda, 1980). Some research has
indicated that the more teachers lecture, the fewer opportunities students have to become engaged and
attempt to learn the material themselves (Mitchell, 1993). With respect to test-taking, the low levels of
enjoyment and interest that students reported while taking tests is consistent with research linking the
expectation of taking an examination with decreases in intrinsic motivation (Benware & Deci, 1984). In
contrast, numerous studies have documented positive effects of cooperative learning activities and group
activities on students’ interest, engagement with learning, and other motivational-related factors (see Johnson
& Johnson, 1985). Despite the emphasis that has been placed on the benefits of cooperative learning activities
(Slavin, 1983), this study suggests that individual work can be equally engaging as group work from the
perspective of flow theory.
Environments Balancing Academic Intensity and Positive Emotions
Perceptions of challenge and relevance are associated with students’ concentration, interest, and attention.
We refer to this association as academic intensity. On the other hand, perceptions of high competence and
autonomy are associated with significant increases in mood, enjoyment, esteem, and intrinsic motivation. We
refer to this association as positive emotional response. Both academic intensity and a positive emotional
response appear to be an integral part of optimal engagement in classrooms.

Many classroom activities and school subjects, however, appeal to students in terms of either creating
academic intensity or positive emotional responses. For example, participants reported that taking exams was
challenging and demanded concentration, but was not enjoyable. Students may understand the importance of
their performance on tests, but the emphasis on performance and social comparison, and the anxiety
experienced when tasks are too difficult, may undermine intrinsic interest and enjoyment. On the other hand,
students enjoyed watching television and videos, but reported that those activities lacked challenge and
relevance. Some activities, such as listening to lectures, appeared to lack academic intensity and did not
provoke a positive emotional response. Other activities, such as individual and group work, frequently
combined both aspects of engagement. Such instances were associated with a psychological state similar to
flow experiences, in which concentration, enjoyment, and interest were all high.
We observed similar patterns with school subjects and instructional activities. Participants, for example, found
math to be the most academically intense experience, rating it as the most challenging and relevant. However,
students appeared to feel more negatively about math than other subjects. On the other hand, art, which was
the subject participants expressed enjoying the most, was also reported to be the least relevant to participants
and their future goals. In general, students reported non-academic subjects as more engaging than academic
ones, particularly in terms of positive emotions. Goodlad (1984) also found that high school students reported
liking their non-academic subjects more than their academic ones, but reported their academic classes,
particularly math and science, to be more challenging and important (i.e., high intensity). In this study,
computer science appeared to be a rare example of a class students typically found to be academically intense
as well as intrinsically motivating.
Activities that are academically intense and foster positive emotions stand the best chance of engaging
students in the short and long-term. Ideally, teachers may develop activities that are experienced as
challenging and relevant, yet also allow students to feel in control of their learning environment and confident in
their ability. These are activities in which students concentrate, experience enjoyment, and are provided with
immediate, intrinsic satisfaction that builds a foundation of interest for the future. Teachers succeeding in
providing such engagement most likely consider not only the knowledge and skills to be learned, but also the
students as learners, adapting instruction to their developmental levels and individual interests.
Limitations
Readers should bear in mind several important limitations of the study. First, this study relied on self-report
data, which is ideal for studying students’ subjective experiences but vulnerable to errors including problems
with memory, hasty completion, exaggeration, and deliberate falsification. Second, some of the results may
have been influenced by response bias (e.g., the underrepresentation of males and Latinos). Thus, there is
increased concern that those who responded are somehow different from those who did not respond. Third,
results from this study are mainly correlational, making inferences regarding causality speculative even if
informed. Fourth, analyses performed on the beep level, while not substantially affecting the means reported,
conflate the standard error of measurement. Even though we have a high degree of confidence the statistical
significance of mean differences reported, the actual significance levels reported may be too high. Fifth, this
study does not directly examine a critical influence on classroom engagement—the teacher—who is directly
responsible for making instructional choices. Finally, this study did not take into account students’
developmental levels, educational histories, specific learning skills, and expectations for success. All of these
individual factors are undoubtedly important when selecting tasks conducive to engagement.
Implications for Future Research
A number of suggestions for future research emerge from this study. First, it would be desirable to know how
the interaction of various task characteristics affects engagement. For example, would students feel engaged
when assigned tasks that are their choice but too easy or difficult? Second, ESM studies would be enhanced
by systematically observing teachers and students in classrooms. Research relating to engagement of youth
should also be expanded beyond school to include after school and weekend activities such as performing

hobbies, engaging in social or leisure activities, or utilizing the Internet. Longitudinal designs that evaluate how
motivation and engagement change over time and interact with developmental factors are greatly needed.
While the principles of instruction suggested by this study are intuitively appealing and corroborate much
previous research (Stipek, 1996), analyses regarding time use and instructional methods suggest that these
principles are not easy to implement in the classroom. The model of instruction in which learning is expected to
occur by transmitting information to the entire class is slow to change. It takes a great deal of skill, training, and
experience to implement many of the suggested principles. Providing opportunities for interaction and
participation appropriate for each student’s ability level may be particularly challenging with students who have
diverse interests and learning needs. However, providing instruction that engages students is a challenge
worth achieving, and with the necessary instructional skills, can become a rewarding and flow-inducing
experience that produces positive educational outcomes for all learners.

Footnotes
1 The following combinations of class types were constructed in order to derive the classifications of school
subjects: English combines English, English composition, literature, and reading; Science combines general
science, biology, chemistry, physics, and earth science. Social science/studies combines political science,
civics, geography, world culture, psychology, social studies, sociology, anthropology, and ethnic/multicultural
studies. Computer Science combines computer science and programming. Art combines music, fine art,
photography, drafting, graphics, applied art, and drama. Vocational Education combines agriculture, shop, votech, domestic arts, home economics, business skills, and career exploration/counseling. N refers to the
number of ESF submitted during each school subject, not the number of participants in each subject.
2 Signaling participants after school and on the weekend was considered important to compare the quality of
classroom experiences in various contexts with a variety of contexts outside of school (e.g., under what
conditions are students in classrooms as engaged as when in activities outside of classrooms?). Individually
normed z scores were used for this purpose.
3 A partitioning of the variance of student engagement using multi-level analyses reveals that variation in
student engagement is more dependent on situations than on persons. Roughly two- thirds of the variation in
the sample occurs among situations within persons, and among one-third of the variation occurs among
participants (Shernoff, Schneider, & Csikszentmihalyi, 2001).
4N refers to the number of beeps, or experiences, not individuals.
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Developmental Characteristics of Young Adolescents
Research Summary
By: Micki Caskey, Vincent A. Anfara, Jr.

Early adolescence is a distinct period of human growth and development situated between childhood and
adolescence. During this remarkable stage of the life cycle, young adolescents, 10- to 15-year-olds, experience rapid
and signi cant developmental change. Understanding and responding to the unique developmental characteristics of
young adolescents is central among the tenets of middle level education.
During the 20th century, early adolescence gained acceptance as a
distinctive period of development. Notably, G. Stanley Hall (1904),

Tenets of This We Believe

American psychologist, identi ed early adolescence (i.e., preadolescence)

addressed:

as a unique growth stage. Hall's study of adolescence captured not only
the interest of scholars, but also the public (Arnett, 2010). Other notable
psychologists and theorists (Flavell, 1963; Havighurst, 1968; Piaget, 1952,
1960) advanced the credibility of early adolescence and developmental
stage theory. Researchers and academics (Kagan & Coles, 1972; Tanner,
1973; Thornburg, 1983) increased awareness through the dissemination of
articles and books. Donald Eichhorn (1966), a founder of the middle
school, highlighted the importance of considering young adolescents'
developmental characteristics when planning curriculum, instruction, and

Educators who value working
with this age group and are
prepared to do so
Curriculum that is relevant,
challenging, integrative, and
exploratory
Organizational structures that
support meaningful
relationships and learning

assessment and organizing the environment of the school. Professional
organizations (Association for Supervision and Curriculum Development,
1975; National Association of Secondary School Principals, 1989; National Middle School Association, 1982, 1995,
2003, 2010) authored position statements and o ered recommendations about the educational programs and
practices that would address young adolescents' development. Joan Lipsitz (1984), a distinguished middle grades
researcher, emphasized that schools for young adolescents "must be responsive to their developmental needs” (p. 6).
Research suggests distinctive characteristics of young adolescents with regard to their physical, cognitive, moral,
psychological, and social-emotional development, as well as spiritual development (Scales, 2010). While examining
these developmental characteristics of young adolescents, two cautions warrant consideration. First, developmental
characteristics are overlapping and interrelated; each a ects another characteristic. These categorizations vary and
are relatively arbitrary (Scales, 2010). Second, developmental characteristics may be oversimpli ed or described in
generalities (Kellough & Kellough, 2008). Many factors—race, ethnicity, gender, culture, family, community,
environment and the like—in uence development. Cognizant of these cautions, a summary of developmental
characteristics follows.

Physical Developmental Characteristics
Physical development refers to bodily changes including growth, improved gross and ne motor skills, and biological
maturity. In early adolescence, the young adolescent body undergoes more developmental change than at any other
time except from birth to two years old. Young adolescents' growth is accelerated and uneven (California State
Department of Education, 1987; Kellough & Kellough, 2008; Manning, 2002; Scales, 1991, 2010; Wiles, Bondi, & Wiles,
2006). Developmental growth includes signi cant increases in height, weight, and internal organ size as well as
changes in skeletal and muscular systems (Kellough & Kellough, 2008) with growth spurts occurring about two years
earlier in girls than boys (Brighton, 2007; Tanner, 1973). Because bones are growing faster than muscles, young
adolescents often experience coordination issues. Actual growing pains result when muscles and tendons do not
adequately protect bones (Kellough & Kellough, 2008; Wiles et al., 2006). Fluctuations in basal metabolism cause
these youth to experience periods of restlessness and lassitude (Kellough & Kellough, 2008). Young adolescents,
particularly European-American youth, are often physically vulnerable due to improper nutrition, poor physical
tness, and health habits (Scales, 2010) as well as high-risk behaviors such as alcohol or drug use (Johnston,
O'Malley, Bachman, & Schulenberg, 2011) and sexual activity.

Puberty, a phase of physiological change triggered by the release of hormones, begins in early adolescence (Manning
& Bucher, 2012). The onset of puberty is an intense developmental period with hormones signaling the development
of primary sex characteristics (genitalia) and secondary sex characteristics (e.g., breast development in girls; facial
hair in boys). Girls tend to mature one to two years earlier than boys (Caissy, 2002). The increased adrenal hormone
production a ects skeletal growth, hair production, and skin changes (Dahl, 2004). These highly visible changes and
disparate rates of maturity cause many young adolescents to feel uncomfortable about di erences in their physical
development (Simmons & Blyth, 2008).
The young adolescent brain undergoes remarkable physical development. While brain size remains relatively
unchanged, researchers report signi cant changes within the brain (Blakemore & Choudhury, 2006; Casey, Giedd, &
Thomas, 2000; Dahl, 2004). During early adolescence, synaptic pruning is actively restructuring the brain's neural
circuitry (Giedd, 2004; Nagel, 2010). The prefrontal cortex—an area of the brain that handles executive functions
such as planning, reasoning, anticipating consequences, sustaining attention, and making decisions—continues to
develop. Additionally, gender-speci c di erences are evident in young adolescent brains (see Caskey & Ruben, 2007.)
Physical development often a ects young adolescents' emotional/ psychological and social development.
Practitioners (e.g., teachers or guidance counselors) and parents can alleviate young adolescents' concerns about
physical development by explaining that these changes are natural and common (Strahan, L'Esperance, & Van
Hoose, 2009; Wiles et al., 2006). Adults can provide accurate information, respond to questions, and encourage young
adolescents to consult credible resources (Scales, 2010).
Schools can support physical development by o ering responsive educational opportunities for young adolescents.
Among these opportunities are health and science curricula that describe and explain physical changes (Kellough &
Kellough, 2008). Schools also need to provide (a) programs that encourage adequate exercise and healthy lifestyles,
(b) access to plenty of water and nutritious food during the school day, (c) appropriate instruction concerning the
risks of alcohol and drug use, teenage pregnancy, and sexually transmitted diseases. Young adolescents must be
a orded opportunities for physical movement and periods of rest (George & Alexander, 1993). When young
adolescents avoid physical activity due to concerns about body image (Milgram, 1992), teachers can incorporate
movement in classroom activities, minimize peer competition, and interrupt comparisons between early and late
maturing youth.

Intellectual Development
Intellectual development refers to the increased ability of people to understand and reason. In young adolescents,
intellectual development is not as visible as physical development, but it is just as intense (Stevenson, 2002; Strahan
et al., 2009). During early adolescence, youth exhibit a wide range of individual intellectual development (California
State Department of Education, 1987; Kellough & Kellough, 2008; Manning, 2002; Scales, 2010), including
metacognition and independent thought. They tend to be curious and display wide-ranging interests (Kellough &
Kellough, 2008; Scales, 2010). Typically, young adolescents are eager to learn about topics they nd interesting and
useful—ones that are personally relevant (Brighton, 2007). They also favor active over passive learning experiences
and prefer interactions with peers during educational activities (Kellough & Kellough, 2008).
During early adolescence, youth develop the capacity for abstract thought processes (Elkind, 1981; Flavell, 2011;
Piaget, 1952, 1960) though the transition to higher levels of cognitive function varies considerably across individuals.
Young adolescents typically progress from concrete logical operations to acquiring the ability to develop and test
hypotheses, analyze and synthesize data, grapple with complex concepts, and think re ectively (Manning, 2002). As
they mature, young adolescents start to understand the nuances of metaphors, derive meaning from traditional
wisdom, and experience metacognition (Kellough & Kellough, 2008). Similarly, they are increasingly able to think
through ideological topics, argue a position, and challenge adult directives (Brighton, 2007; Stevenson, 2002). They
form impressions of themselves through introspection and "possess keen powers of perception” (Brighton, 2007, p.
11). Additionally, they appreciate more sophisticated levels of humor (Stevenson, 2002).
To make sense of the world around them, young adolescents, as learners, build upon their individual experiences and
prior knowledge (Piaget, 1960). Experience plays a central role in developing the brain and induces learners to
construct meaning based upon what they already believe and understand (Bransford, Brown, & Cocking, 1999).
During early adolescence, youth are more interested in real life experiences and authentic learning opportunities;
they are less interested in traditional academic subjects (Kellough & Kellough, 2008). Intellectually, young
adolescents seek opportunities to explore the varied facets of their environment (Brighton, 2007). They also tend to

be inquisitive about adults and are often keen observers of adult behavior (Scales, 2010). Moreover, they have an
enhanced ability to think about the future, anticipate their own needs, and develop personal goals (Kellough &
Kellough, 2008).

Implications for Practice
Teachers need to consider the intellectual developmental di erences of young adolescents when planning learning
experiences. To address this diversity, teachers need to provide an assortment of educational approaches and
materials that are appropriate for their students' wide-ranging cognitive abilities. For example, the concrete thinkers
require more structured learning experiences, while the abstract thinkers need more challenging activities (Manning
& Butcher, 2012). In addition, young adolescents need teachers who understand and know how they think (Stevenson,
2002). Teachers need to plan curricula around real life concepts (Kellough & Kellough, 2008) and supply authentic
educative activities (e.g., experimentation, analysis and synthesis of data) that are meaningful for young adolescents
(Scales, 2010). Because young adolescents' interests are evolving, they require opportunities for exploration
throughout their educational program (Manning & Butcher). To foster intellectual development, these youth need to
interact directly with their world—through discourse and hands-on experience with peers and adults (Stevenson,
2002). Similarly, young adolescents need to learn and engage in democratic principles (Brighton, 2007). Teachers
can also provide forums for them to examine the reasons for school, home, and societal rules. As adult role models,
teachers can guide young adolescents to connect intellectual thought and moral reasoning.

Moral Development
Moral development is de ned as an individuals' ability to make principled choices and how to treat one another.
During early adolescence, many of the attitudes, beliefs, and values that young adolescents develop remain with
them for life (Brighton, 2007). They move away from blanket acceptance of adult moral judgment to the
development of their own personal values; however, they usually embrace the values of parents or key adults (Scales,
2010). As noted, the increased capacity of young adolescents for analytical thought, re ection, and introspection
characterizes the connection between their intellectual and moral development. Young adolescents also tend to be
idealistic and possess a strong sense of fairness (Kellough & Kellough, 2008; Scales, 2010). As they progress into the
interpersonal conformity stage of moral development (Kohlberg, 1983), young adolescents begin to reconcile their
understanding of people who care about them with their own egocentricity (Roney, 2005). They transition from a
self-centered perspective to considering the rights and feelings of others (Scales, 2010). Gender a ects how
adolescents approach moral dilemmas—males view moral issues through a justice lens and females use an
interpersonal care lens (Gilligan, 1982).
Young adolescents often pose broad, unanswerable questions about life and refuse to accept trivial responses from
adults (Kellough & Kellough, 2008). They also begin to view moral issues in shades of gray rather than only in black
and white. While young adolescents start to consider complex moral and ethical questions, they tend to be
unprepared to cope with them. Consequently, young adolescents struggle with making sound moral and ethical
choices (Kellough & Kellough, 2008).

Implications for Practice
Teachers need to be aware of the relationship between young adolescents' intellectual development and their moral
reasoning (Scales, 2010). They can organize instructional experiences that foster critical thinking skills and higher
levels of moral reasoning. For example, teachers plan assignments that help students to incorporate their thoughts
and feelings in writing (Scales, 2010). Teachers can engage young adolescents with activities that require consensus
building and application of democratic principles; teacher advisory programs and service learning can foster
teamwork and build community (Brighton, 2007). In addition, teachers can design experiences for students to
examine moral dilemmas and contemplate responses (Scales, 2010). Such experiences can help young adolescents to
develop values, resolve problems, and set their own behavior standards (Kellough & Kellough, 2008). Young
adolescents can also be a orded opportunities to examine their own choices and the consequences of these choices
(Kellough & Kellough, 2008). Further, teachers can develop scenarios that prompt young adolescents to examine
concepts of fairness, justice, and equity. School programs or curricula can include a focus on societal issues such as
the environment, poverty, or racial discrimination.

Spiritual Development

Spiritual development is de ned as a developmental process for making meaning of one's life (Lingley, 2013).
Acknowledged as a legitimate domain of human development, spiritual development is rarely referenced in
education. Understandably, concerns about the separation of church and state and First Amendment rights prompts
educators to avoid this aspect of human development (Brighton, 2007). Nevertheless, the exclusion of spiritual
domain limits the prospect of developmentally responsive education (Lingley, 2013). Increasingly, scholars are
studying the spiritual development of children and adolescents (Roehlkepartain, Benson, King, & Wagener, 2006),
which may lead to broader recognition of this developmental domain. Acceptance of the spiritual domain in middle
level education is important. Young adolescents often want to explore spiritual matters, develop connections between
self and others, and gain a sense of themselves and the world (Scales, 2010). Implications for practice will depend on
commitments to educating the whole child.

Psychological Development
During early adolescence, psychological development is characterized by identity formation and the quest for
independence. Young adolescents experience two stages of identity formation: (a) industry versus inferiority when
10- to 11-year-olds identify themselves by the tasks and skills they perform well, and (b) identity versus identity
when 12- to 15-year-olds explore and experiment with various roles and experiences (Erikson, 1968). Identity
development depends on the degree of exploration and commitment to an identity (see Marcia, 1980). During these
years, young adolescents seek their own sense of individuality and uniqueness (Brown & Knowles, 2007). They may
experience an increased awareness of their ethnic identity as well (Scales, 2010). As young adolescents search for an
adult identity and adult acceptance, they strive to maintain peer approval (Kellough & Kellough, 2008). As young
adolescents expand their a iliations to include family and peers, feelings of con ict may arise due to competing
allegiances (Wiles et al., 2006). The search for identity and self-discovery may intensify feelings of vulnerability, as
they become attuned to the di erences between self and others (Scales, 2010).
Typically, early adolescence is intense and unpredictable (Scales, 2010). Young adolescents have a tendency to be
moody, restless, and may exhibit erratic and inconsistent behavior including anxiety, bravado, and uctuations
between superiority and inferiority (Kellough & Kellough, 2008; Scales, 2010; Wiles et al., 2006). They are often selfconscious and highly sensitive to criticism of their perceived personal shortcomings (Scales, 2010). Young
adolescents' self-esteem levels are generally adequate and improve over time, while self-competence in academic
subjects, sports, and creative activities decline (Scales, 2010). Emotionally-charged situations may trigger young
adolescents to resort to childish behaviors, exaggerate simple events, and vocalize naive opinions or one-sided
arguments. Their emotional variability makes young adolescents at risk of making decisions with negative
consequences (Milgram, 1992) and believing that their experiences, feelings, and problems are unique (Scales, 2010).

Implications for Practice
Teachers need to support young adolescents' quest for identity formation through curricular experiences,
instructional approaches, and opportunities for exploration. Young adolescents need frequent opportunities to explore
and experiment with various roles and experiences within the classroom context. Teachers can provide educative
experiences such as role-playing, drama, and reading that foster identity formation. These experiences can help
young adolescents realize that their challenges are not unique (Kellough & Kellough, 2008). In addition, teachers can
incorporate opportunities for student choice and self-assessment. Teachers can also describe how self-esteem a ects
many aspects of their development and design experiences that build young adolescents' self-esteem. Likewise,
teachers can acknowledge the importance of friendships and explain that shifting peer allegiances are normal
(Scales, 2010).
To foster successful experiences for every young adolescent, schools need to provide organizational structures such
as teaming and advisory programs. These structures help to ensure that every young adolescent is known well by at
least one adult and has regular occasions to experience positive relationships with peers. Young adolescents need
opportunities to form relationships with adults who understand them and who are willing to support their
development. Educational programs and practices can be used to promote an atmosphere of friendliness, concern,
and group cohesiveness (Kellough & Kellough, 2008). Young adolescents deserve school environments that are free
from harsh criticism, humiliation, and sarcasm.

Social-Emotional Development

Social-emotional development concerns a person's capacity for mature interactions with individuals and groups. In
early adolescence, social-emotional maturity often lags behind physical and intellectual development. Young
adolescents have a strong need to belong to a group—with peer approval becoming more important and adult
approval decreasing in importance (Scales, 2010). As young adolescents mature socially and emotionally, they may
experience con icting loyalties to peer group and family (Wiles et al., 2006). Because young adolescents are ercely
loyal to their peer group (Kellough & Kellough, 2008), they search for social stature within the peer group. Young
adolescents often experiment with new behaviors as they seek social position and personal identity (Scales, 2010).
They are also torn between their desire to conform to the peer group norms and their aspiration to be distinctive and
independent (Brighton, 2007). Young adolescents experience a variety of peer associations—positive and negative.
During early adolescence, youth typically widen their circle of friends (Brighton, 2007) and may experience feelings
of romantic or sexual attraction (Scales, 2010). Issues of sexual orientation and identity can also arise at this time
(Brighton, 2007). Negative peer associations, particularly bullying, also become more prevalent in the middle school
years. Young adolescents are also socially and emotionally vulnerable due to in uences of media (Kellough &
Kellough, 2008; Scales, 2010).
Young adolescents tend to emulate their esteemed peers and non-parent adults. While they prefer to make their own
choices, the family remains a critical factor in nal decision-making (Kellough & Kellough, 2008). Young adolescents
may be rebellious toward their parents and adults, yet tend to depend on them (Scales, 2010). Young adolescents
also frequently test the limits of acceptable behavior and challenge adult authority. They may overreact to social
situations, ridicule others, and feel embarrassment (Scales, 2010). When experiencing adult rejection, young
adolescents may seek the seemingly secure social environment of their peer group (Kellough & Kellough, 2008).
Importantly, teachers report that addressing young adolescents' social and emotional needs may improve their
learning and academic achievement (Raphael & Burke, 2012)

Implications for Practice
Because of young adolescents' need for a iliation and belonging, they must have opportunities to form a irming and
healthy relationships with peers. Teachers must recognize the importance of peer relationships and friendship
(Scales, 2010) and provide occasions for positive peer interactions (Kellough & Kellough, 2008). Teachers can design
cooperative learning activities and collaborative experiences for young adolescents to interact productively with
peers (Scales, 2010).Teachers can also plan activities that engage students in argumentation or debate in academic
settings as well as those that simulate social situations through role-plays or simulations (Kellough & Kellough,
2008).
Schools play a key role in providing young adolescents with educative programs that promote freedom and
independence within a safe space. Organizational structures such as teaming and service learning advance positive
places for young adolescent's growth. School districts need to support programs that interrupt negative peer
interactions, particularly bullying, that impedes the healthy development of youth. Schools can also ensure young
adolescents'access to student government, service clubs, or other leadership groups that allow them to develop their
own projects and guidelines for behavior (Kellough & Kellough, 2008).

Conclusion
Young adolescents warrant educational experiences and schools that are organized to address their physical,
intellectual, emotional/psychological, moral/ethical, spiritual, and social developmental characteristics. Practitioners,
parents, and others who work with young adolescents need to be aware of both subtle and obvious changes in
developmental characteristics. Such changes can give adults insights into the challenges facing young adolescents
and illuminate possible reasons for shifts in their abilities and behaviors.
The middle school founders (e.g., William Alexander, Donald Eichhorn, John Lounsbury, Gordon Vars) emphasized the
need to consider young adolescents when developing education environmental and organizational structures. The
desire for developmental responsiveness was what set the middle school apart from its predecessor, the junior high.
Today's educators and policymakers need to continue their support of initiatives that a ord young adolescents with
developmentally appropriate learning experiences and environments.
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The Top Five Reasons We Love Giving Students Choice in
Reading
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K

ate DiCamillo says, “Reading should not be presented
to a child as a chore, a duty.
It should be offered as a gift”(qtd. in
Kittle, 2013, p. ix).
Yet, obligatory reading was happening in our high school English
classrooms. When we assigned the
same book to every student to read,
we turned reading (something most
English teachers cherish) into a
chore—and that’s if the students were
actually doing the reading!
This school year, some of our high
school ELA teachers decided they
wanted to do things differently for
their students. After reading Penny
Kittle’s Book Love, these teachers
began to believe that “Teenagers want
to read—if we let them” (2013, p. 1).
They decided to offer students choice
in the books they read and, more
importantly, time in their classes to
engage in the reading.
What a transformation these
teachers and students are experiencing! As our teachers reflect on the
changes they are making and experiencing with their students, they have
come to realize that they love giving
students choice! Here are their top
five reasons:

Choice Empowers Students
School is sometimes a frustrating
place for students. Their technologyrich world is robust with opportunities for decision-making and choice,
but when they enter the classroom,
the opportunities for choice are much
more limited. When students are routinely assigned books to read without
any opportunity to act on their own
judgment, many end up dreading
the reading and often fail or refuse
to complete it. But when we provide
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students with choices (even within
parameters), they make their own
decisions and they feel empowered
and important. Empowering students
to choose in these early experiences
sets them up for success as lifelong
readers.

Valuing Student Choices
Values the Student
Book choices tell us a lot about
our students. We learn about their
dreams for the future, interests we
have in common, and why they act
the way they do in class. As we provide more opportunities for choice,
we discover realities, such as high
school boys enjoy reading nonfiction.
They really love nonfiction because
they want truthfulness and honesty;
they want something real. Knowing
this changes the way we see them and
react to their participation in class.

Choice Leads to Real and
Meaningful Conversations
When we assign reading, rarely do we
have meaningful conversations about
these texts with all students. Now
that we offer choice, our conversations are about books students enjoy
reading, and the discussions are exciting and passionate. Allowing students
to choose their books also provides

Now that we offer choice,

our conversations are about
books students enjoy reading, and the discussions are
exciting and passionate.

opportunities for them to explore
conflicts and issues applicable to their
lives. Often, YA novels address many
topics more relatable to students than
those of many canonical classics.

Choice Helps Establish and
Deepen Relationships
When students have the opportunity
to talk with each other about their
books, they have the opportunity to
form new relationships and build
a true learning community. Often
students are hesitant to talk to classmates they do not know. When conversations are about books they have
read and enjoyed, suddenly students
are more willing to talk to others—
even if they have never spoken before.
Students will also recommend books
to other students and share reading
excitement. Take Ben and Cameron
as an example. Ben is a student who
just doesn’t seem to get into anything
the teacher recommends. He’s speeddated several titles, but nothing grabs
his interest. When his teacher places
the first book of the Michael Vey
series in front of him, he is skeptical.
Cameron, who sits directly behind
Ben, chimes in: “Now THAT’S an
awesome book!” Cameron tells Ben
that he read it in about three days, it
was so good. This happens more and
more as the year continues. Reading
for fun can be contagious, and it’s the
most enthralling thing for a reading
teacher to watch spread.

Choice Leads to Independence
The teachers who have committed to
changing their instruction to allow
choice also provide students with time
to read during class. And the students
do. Teachers know that students are
reading, because they watch them
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and they confer with them about
their reading. Students can’t fake
this kind of reading—they have no
idea what the teacher will want to
discuss, and online analyses for their
titles, when available, will not help.
While this is a huge win for teachers,
it’s not quite enough. We want to see
that our students are choosing reading independently—outside of our
ELA classrooms. This is happening.
Teachers in other content areas are
beginning to report seeing students
reading in their classes more often
than before. They also have observed
that students are not all reading the
same text as they have seen in previous school years. Instead, students
are reading all different titles more
often. While we can’t follow our students around to monitor their reading
habits, we know, anecdotally, that
many of their reading lives have been

positively impacted by this shift in
our instructional approach.

Bonus: Choice Changes the
Reading Life of the Teacher
The high school teachers who have
committed to providing students
choice in their selection of books
already understood both the joy that
comes from reading and the importance of reading routinely. But this instructional shift has made their own
reading a necessity. While it is not
necessary to have read every title that
our students are reading (conferring
often goes better when the teacher
has not read the book the student is
reading), it is necessary for teachers
to read as much as they can in order
to help reach the diverse readers they
encounter in their classrooms every
day. “Reading teachers read . . . we
can’t teach something we don’t prac-

tice” (Kittle, 158). Choice has many
positive impacts on our students, and
the bonus for our teachers is that they
“get” to read more, too!
We are far from being experts in
offering choice, in providing time for
reading, and in conferring. Our experiences so far indicate that our students enjoy engaging in reading and
learning this way, and we believe they
deserve it, so we will continue. We
will continue to provide these opportunities for our students, and we will
continue to read and learn as much as
we can.
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Jean Piaget is perhaps one of the most well-known and influential child development specialists. His
work was first published during the 1920's, but his theory of cognitive development continues to
influence contemporary researchers and clinicians. Piaget's identified five characteristic indicators
of adolescent cognitive development and named them as follows: 1) formal operations, 2)
hypothetico-deductive reasoning, 3) propositional thought, 4) the imaginary audience, and 5) the
personal fable. A more detailed explanation of Piaget's theory can be found in the Child &
Adolescent Overview article (https://www.mentalhelp.net/articles/jean-piaget-and-childdevelopment/). Here we limit the discussion to portions of his theory directly related to cognitive
development in adolescents.
Formal operations
Piaget used the term "mental operations" to describe the mental ability to imagine a hypothetical
situation and to be able to determine a likely outcome, without needing to actually observe or enact
the scenario. This is commonly called a "What if--?" scenario. For instance, suppose a 7-10 year old
child is asked, "What if there was a hungry dog in the kitchen and Mother dropped a hotdog on the
floor. What do you think would happen?" Most children at this age will correctly guess that the dog
ate the hotdog, particularly if they have any experience with dogs. Piaget called this type of mental
operation a "concrete operation" because the mental operation represents a tangible, concrete
circumstance that the child can easily imagine since it is anchored to things that can be seen and
touched in the real world: It is concrete.
According to Piaget, the adolescent years are remarkable because youth move beyond the
limitations of concrete mental operations and develop the ability to think in a more abstract manner.
Piaget used the term "formal operations" to describe this new ability. Formal operations refer to the
ability to perform mental operations with abstract, intangible concepts such as "justice" or "poverty"
and to be able to estimate or describe the effect of these intangible concepts. Therefore, youth can
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Hurricane Katrina and can imagine and describe how victims may have felt about the inadequate
and disparate rescue efforts. This youth will be able to use the abstract concepts of injustice and
poverty to imagine and describe these events.
Piaget's research found that youth entered the stage of formal operations at approximately 11 years
of age on average; however, there is a great deal of individual variation with respect to normal
development. Children's cognitive development can be affected by many factors such as family
culture; the quantity and quality of formal schooling or training; various medical conditions; and
emotional or physical trauma. If parents have concerns about their children's lack of developmental
progress, they will want to discuss these concerns with their children's health care provider, and
other professionals such as teachers, guidance counselors, and school administrators. If these
professionals believe there is cause for concern, they may refer the child for psychological testing
for further assessment. More information about psychological assessments for children can be
found here. (https://www.mentalhelp.net/articles/intelligence-the-measurement-of-cognitivecapabilities/)
Hypothetico-deductive reasoning and propositional thought
In addition to the ability to perform abstract mental operations, teens become more scientific and
logical in the way they approach problems. Piaget called this methodical, scientific approach to
problem-solving, "hypothetico-deductive reasoning." Youth can now consider a problem, or situation,
and can identify the many variables that may influence or affect the outcome. They can also
estimate the most likely outcome if one or more variables are changed or manipulated. This ability
has very practical applications because it enables youth to select the most logical or sensible
solution to a problem.
To illustrate the value of hypothetico-deductive reasoning, consider the following example: A
teenage boy, Aaron, decided he'd like to surprise his Mom and bake her some cookies. Unfortunately,
the first batch didn't turn out so well- the cookies were burnt. In order to solve this problem Aaron
will mentally review the ingredients he used, and the steps he took to bake the cookies. Aaron will
consider the variables that typically cause burnt cookies such as omitting a key ingredient, an
improper oven temperature, or leaving the cookies in the oven too long. Next, Aaron will imagine
changing each individual variable in order to determine the most likely cause of the burnt cookies,
and he will subsequently decide what he needs to do differently. For instance, Aaron may decide that
the most likely cause of the burnt cookies was that he left them in the oven too long. So, for the next
batch of cookies Aaron will set the timer for a shorter period of time. After the second batch is
finished, he will then evaluate if this solved the problem or whether he needs to change a different
variable. However, if Aaron's younger brother James were to try and solve the burnt cookie problem,
James would try to change several variables all at once, by adding more milk, changing the baking
time, and changing the oven temperature. This is because younger children cannot think about
possible solutions to the problem without trying out the
and younger
children do not know
Do solutions,
you or a loved
one struggle
3
with addiction
as well
a co at a time.
how to solve problems in a logical and methodical manner
by changing
oneasvariable
occurring mental health issue?

https://www.mentalhelp.net/articles/jean-piaget-s-theory-of-cognitive-development/

2/7

4/30/2019

Jean Piaget’s Theory of Cognitive Development

According to Piaget, another complicated thought process that adolescents master is called
"propositional thought." This means youth can determine whether a statement is logical based solely
on the wording of the statement, rather than having to observe or re-create the actual scenario to
determine if it is logical. For example, suppose Uncle Marty told his 14-year-old niece Jaime, "I have
one piece of money in my wallet for you. It's a $5 bill, and it's a $20 bill." Jaime would automatically
know her uncle was joking around with her because she knows this statement is illogical simply by
the way it is worded: A single American money bill cannot represent two different denominations of
money. However, suppose Uncle Marty were to say the same thing to his 7-year-old nephew Andrew.
Andrew would not automatically understand the impossibility of this sentence and would need to
see the money in his uncle's wallet to decide if he was trying to tease him or not.
The imaginary audience and the personal fable
Not only do adolescents become more scientific and logical, but they also become better students
of observation and interpretation. By observing other people's behavior, expressions, comments, and
appearance they can interpret this information and make reasonable guesses about what another
person may be thinking, wanting, needing, or feeling. As such, adolescents also begin to wonder
about what other people may be thinking about them! Unfortunately, these new cognitive abilities
appear at the same time that younger adolescents are struggling with insecurities about their
changing appearance, changing identity, and changing life experiences. All of these factors combine
to create what Piaget called the "imaginary audience." Teens may mistakenly believe that everyone
around them is watching and judging them, scrutinizing their every move, and can become painfully
self-conscious as a result. The concept of an imaginary audience helps parents to understand why
their teenagers spend eons in front of the bathroom mirror just to run to the store for a short errand,
or become incredibly embarrassed over a seemingly minor mistake. Therefore, the imaginary
audience provides an example of the inter-relationship between cognitive, emotional, and social
development.
While the ability to use abstract thought and keen observational skills enables youth to become
more attuned to others and more sensitive to people's needs, it can also lead to some new social
and emotional difficulties when youth use their new cognitive abilities to compare themselves to
others. Youth may feel exceptionally unique and different from other people, including their own
peers. Piaget called this the "personal fable." Many teens believe they have unique abilities, or
conversely, unique problems, different from anyone else in the world. Some youth feel as though
they are better, smarter, or stronger than others. This personal fable can lead to some devastating
consequences because these youth may take dangerous risks when they over-estimate their abilities
and believe they can "handle it," or mistakenly believe they are omnipotent and that bad things
cannot happen to them. This is why it is important for adult caregivers to continue to monitor youths'
behavior, choices, and decisions.
Conversely, other youth may feel as though they are dumber,
weaker,
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inferior
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Do you or
a loved
one
struggle
3
with addiction
as well as Ifa these
co negative
of personal fable can lead to feelings of sadness, frustration,
and loneliness.
occurring
mental
health or
issue?
thoughts and feelings continue to strengthen, youth can
become
depressed
hopeless, which can
lead to other dangerous behaviors such as drug use, unsafe sexual activity, or even suicide. Once
https://www.mentalhelp.net/articles/jean-piaget-s-theory-of-cognitive-development/

3/7

4/30/2019

Jean Piaget’s Theory of Cognitive Development

again, these youth need their caregivers' love, guidance, and support to help them through these
difficult circumstances. More specific information about emotional development can be found later
in this article (https://www.mentalhelp.net/articles/adolescent-emotional-development/).
While Jean Piaget's theory has greatly advanced our knowledge and understanding of cognitive
development, some parts of his theory have not withstood the rigors of contemporary research. This
newer research has resulted in some modifications to his theory. For instance, recent research has
demonstrated that everyone does not reach the stage of formal operations (the ability to think
abstractly), as Piaget once believed (Keating, 1979; Cole, 1990). Furthermore, research suggests that
if abstract thinking isn't practiced frequently, or isn't needed on a daily basis, the skill may never fully
develop. Even when someone has acquired the ability to think abstractly, research has revealed that
most adults can only think abstractly in a few specific domains such as specific areas of expertise,
education, or other areas of special interest (Lehman & Nisbett, 1990). Thus, adults are less able to
think abstractly about unfamiliar topics and concepts.
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The Role of Caring in the Teacher-Student Relationship for
At-Risk Students
Chandra Muller, University of T a u s atAustin
This study uses information from both teachers and students to explore how the
perceptions of each other’s investment in the relationship affects the productivity of
the relationship. Using the National Longitudinal Study of 1988 PELS), I analyze the
conditions and academic consequences of students’ investment in the relationship with
teachers and school. I find that teachers’ perceptions that the student puts forth academic effort and students’ perceptions that teachers are caring are each weakly associated with mathematics achievement for most students. For students who are judged
by their teachers as at risk of dropping out of high school, however, the value for math
achievement of having teachers who care is substantial and mitigates against the negative effect of having been judged as at risk. The results suggest that social capital, as
defined by a relationship that facilitates action, is especially high for at-risk students
who feel their teachers are interested, expect them to succeed, listen to them, praise
their effort, and care.

Little is more tragic in American education than a student with hopes taught
by teachers who do not expect success and therefore do not teach curricula
necessary for progress. As students make their way through a system in which
their opportunities are closed off by not learning material for the next step, many
will leave the system, some in middle school and others during high school.
Decades of research have underscored the importance of the teacher’s and
student’s attitudes toward one another (Carew and Lightfoot 1979; Good and
Brophy 1997; f i s t 1970), yet much less is understood about how the teacherstudent relationship becomes productive. A relationship that facilitates learning
involves investment by teacher and student (Muller, Katz, and Dance 1999). The
development of the relationship comes about from the factors that encourage
each party to invest in the relationship. This study uses information from both
teachers and students to explore how the perceptions of the other’s investment
affect the productivity of the relationship. It analyzes the conditions and academic consequences of students’ investment in the relationship with teachers and
school.
For a century and a half following the founding of mass public education,
the relationship between teachers and students has elicited general concern,
accompanied by the recognition that students and classroom teachers may be
Sociological Inquiv, Vol. 71, No. 2, Spring 2001, 241-55
02001 by the University of Texas Press, P.O. Box 7819, Austin, TX 78713-7819
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poorly matched (Tyack and Cuban 1995). The definition of the problem and the
proposed solutions have changed over that period. These changes have been
fueled by differences in understanding of how students and teachers view
elements of the school process. The attribution of the source of the mismatch has
progressed from blaming the student (e.g., for being lazy), to blaming the family,
to implicating the lack of differentiation in the school, to the political economy,
to the lack of match and understanding of cultural difference (Tyack and Cuban
1995). Each of these areas of problem identification and corresponding solutions
is fundamentally flawed because it does not take account of the multiple
perspectives and incentives for investment in the teaching of students. It is only
when we understand the logic of each actor’s perspective that we will arrive at
workable solutions to a problem.

The Teacher-Student Relationship
Coleman’s (1988) theory of social capital is useful for understanding this
question of multiple perspectives and interests. According to Coleman (1 988)
social capital is pivotal in socializing children and youths (or, in Coleman’s
terms, the creation of human capital). He identified three ways in which social
relationships become social capital and act as a resource for individual actors.
First, when social capital exists, actors may expect obligations to be repaid
because of the inherent trustworthiness in the structure constituting social capital. Second, social capital may give actors access to information that otherwise
would not be available or would be more costly. Third, norms are a form of social
capital which greatly facilitates actors’ actions. Norms of the teacher-student
relationship, particularly in school, include the idea that both teacher and student
are to act in ways that promote learning. Behavior that violates those norms may
be perceived as less than legitimate; in such a case, social capital is far less likely
to exist.
Social capital in the teacher-student relationship may be unique in some
respects because of its context (school) and the roles of teacher and student
(Muller et al. 1999). These roles entail the student’s preparation for participation
in the society by learning material taught in school. These objectives, which are
commonly understood as progress toward learning and preparation for the future,
imply that there will be an instrumental aspect of the teacher-student relationship. Both teacher and student are likely to calculate an expected pay-off from
investing in the relationship. A part of the calculation may include the likelihood
that the objectives will be accomplished.
The potential existence of social capital in teacher-student relationships
means that we need to analyze how teachers and students each decide to invest
in, not invest in, or disengage from the relationship. Most likely, teachers will
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invest in students whom they expect to succeed. The strong empirical relationship
between teachers’ expectations and academic success supports this idea (e.g.,
Good and Brophy 1997). Students who expect success are also likely to invest.
The power asymmetry between teachers and students is likely to be most apparent in the costs of failure to invest. Typically, it is the student who pays the price
of poor performance. Teachers and students probably take cues from the behavior of one another as they negotiate their relationships. The power asymmetry,
including the higher cost of school failure, may mean that the teachers’ actions
are especially important for setting the tone of the relationship and the foundation for students’ academic progress.
The emphasis during the last several decades on the importance of teachers’
expectations supports the idea that teachers’ attitudes and actions are key in
students’ academic progress. More recently, the research on teacher caring
(Noddings 1996), effective teachers (Ladson-Billings 1994), and cultural sensitivity in teaching (Delpit 1995) are examples of influential works emphasizing the
centrality of teachers’ attitudes and actions toward students in determining whether
the relationship is academically productive.These works elaborate on the students’
views and interpretationsofteacher attitudes and behavior.The norms of the school
that govern teacher-student interaction are also likely to be central in establishing
trust and productive teacher-student relationships (e.g., Bryk, Lee, and Holland
1993; Coleman and Hoffer 1987; Delpit 1995; Meier 1995).These norms should be
apparent in the interactions of teachers and students.
In this study, I analyze teachers’ and students’ assessments of one another
and the effects of those assessments on the students’ academic progress. The
teacher-student relationships that contribute to academic progress are relationships that, using Coleman’s (1988) definition, include social capital. The objective
of this analysis is to examine if and when the teacher-student relationship
becomes a resource, or social capital, for students. I consider both teachers’ and
students’perspectives because each actor must invest in the relationship for social
capital to exist.
One important element of the relationship is likely to be reflected in teachers’ perceptions that students put forth effort at school. Students’ effort is
expected to have a direct, positive relationship to their mathematics achievement.
Students’ perceptions that teachers care about students and will help them
succeed is an indicator of the teacher-student relationship, from the students’
perspective. I expect students to expend more effort when they think their teachers care about them. In general, students who are identified as being at risk of
dropping out of high school may give school less effort. The students’ perceptions that teachers care may be especially important for these students because of
the greater vulnerability of the students to negative teacher attitudes and poor
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academic performance. That teachers care and are trustworthy may provide the
students an assurance that their investment in the relationship with teachers and
in school will be supported with a commitment on the part of teachers to support
success.
The remainder of the paper examines these relationships. I first estimate
models predicting the teacher-perceived level of students’ effort, first controlling
on background and expectations only, and then adding ability level of the class
and finally measures of the teacher-student relationship. Next, I evaluate whether
those factors and students’ effort are associated with students’ learning using two
measures of mathematics performance. First is mathematics achievement, as
measured by their mathematics proficiency, and achievement test score growth
between grades 10 and 12. Mathematics achievement is generally viewed as a
reliable indicator of the learning from instruction that takes place in the classroom and school (Brody and Benbow 1990).

Data and Method
Sample
This study employs the National Education Longitudinal Study of
1988-1992 (NELS). NELS is a nationally representative sample of 24,599
eighth-grade students who were followed up in the tenth and twelfth grades. In
each wave a sample of teachers was selected to provide information about the
student, the classroom environment, and the teacher. Some students had two
teachers (usually either an English or social studies teacher and a math or
science teacher) while other students had no teachers. Additionally in each wave,
students were administered a battery of achievement tests in reading, mathematics, social studies, and science (see Ingles, Dowd, Baldridge, Stipe, Bartot, and
Frankel 1994, for a complete description of the data set).
Tenth-grade students were selected for the analysis because the tenth-grade
teacher data include information about teachers’ assessments about students’
efforts and teachers’ expectations about students’ futures. Analysis of tenthgraders also allows for the estimation of the effect of teachers’ and students’
attitudes on twelfth-grade mathematics test performance.
Only public school students and teachers are included because classroom
processes and student-teacher relationships may be different in private schools
(cf. Bryk et al. 1993; Coleman and Hoffer 1987). Students were included only if
they had information from a mathematics or science teacher. In the unusual case
that the student had reports from both a mathematics and a science teacher, the
mathematics teacher data were used. Additionally, as is common practice, because
of sampling methodology Native Americans were excluded. They are significantly

CARING IN THE TEACHER-STUDENT RELATIONSHIP 245

different from other racial and ethnic categories, yet they do not comprise a large
enough group to allow for meaningfitl analysis (Schneider and Coleman 1993).
Selection on the basis of these characteristics reduced the original sample of
16,813 public school students to 7,364 students, mainly because only a subset of
students have data from mathematics or science teachers.’ Furthermore, students
were included only if they had nonmissing data for all analysis variables,
described below, reducing the sample size hrther to 6,007.*

Variables
Mathematics achievement is measured by the twelfth-grade proficiency
level of students, and learning growth is measured by regressing grade 12 mathematics item response theory (IRT) scores on the scores in grade 10. Table 1
shows descriptive statistics for each analysis variable for the entire sample and
by teacher-reported at-risk status. Generally, students who are identified by their
teachers as at risk of dropping out of high school are disproportionatelyAfrican
American or Latino, male, and in low-ability math classes. They tend to have
lower educational expectations, earn lower grades, and perceive their teachers to
be less caring. Additionally, they are perceived by their teachers as expending
less effort at school, and they perform less well on mathematics tests.
The relationship between teachers and students is measured with reports
from each perspective. Students reported their level of agreement with the
following statements about their current school and teachers: (1) students get
along well with teachers, (2) the teaching is good, (3) teachers are interested in
students, (4) when I work hard, teachers praise my effort, (5) in class I often feel
“put down” by my teachers (reverse coded), (6) most of my teachers really listen
to what I have to say, (7) my teachers care about me and expect me to succeed
in school. The items were averaged for a measure of students’ perceptions that
teachers care ranging from 1 (strongly disagree) to 4 (strongly agree)
(Cronbach’s alpha = .79). Teachers reported on how often the student (1)
completes homework assignments and (2) pays attention in class. For each variable the response categories ranged from 1 (never) to 5 (all of the time).
Responses were averaged for a measure of the teacher’s assessment of the
students’ efforts ranging from 1 to 5 (Cronbach’s alpha = .81).
Teachers also reported on the ability level of their mathematics classes and
whether students were at risk of dropping out of high school. Students reported
their educational expectations, ranging from 1 (less than high school) to 9
(Ph.D., M.D.), and their average mathematics grades for the last two years,
ranging from zero (mostly below D) to 7 (mostly As). Finally, student background, including socioeconomic status (SES), race and ethnicity, urbanicity, and
gender, is included in all analyses.

Socioeconomic status
Students' expectations"
Mathematics letter gradesa
Teachers in school care about students
(student report)a
Students' academic effort (teacher report)"
Grade 12 math proficiency level"
Grade 10 math achievement test"
Grade 12 math achievement test"

.01
6.4
4.7
2.81
3.99
2.75
44.93
49.80

.36
.48
4.9
5.03

3.88
2.66
43.94
48.78

Mean

.27
.75
.67
.16

SD

.27
.47
4.81
4.91

.16

.65

.27
.72

SD

Not at Risk
(N= 5,542)

-.03
6.24
4.57
2.8

Mean

Total Sample
(N = 6,007)

Table 1
Descriptive Statistics for Analysis Variables

2.57
1.44
32.58
35.48

4.58
3.13
2.60

- .43

Mean

.26
.86
.77
.2

SD

.38
.38
3.88
3.99

At Risk
(N = 465)

.23
.18

.24
.58
.18

.1
.08

.23
.67

.49
.5 1

.5
.5

.2
.7
.1

.59

.58
.42

.ll
.77

.12
.76

.58
.26
.16

.26
.16

.02
.13
.22
.63

.08

.04

.03
.09

9'he difference between "not at-risk" and "at-risk" students is significant atp < .05.

RaceEthnicity
Asian"
Latino"
African American"
European American"
Gender
Boys"
Girls"
Urbanicity
Urban
Suburban
Rural
Ability level of math class
Low ability math class"
Average or high"
Mixed ability math classa
Student is at risk of dropping out of high school
(teacher report)

Proportion
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Results
An indicator of a positive teacher-student relationship is when the teacher
perceives that the student is making an effort to learn and succeed in school.
Table 2 shows regressions predicting teachers’ evaluations of students’ effort.
The first and most basic model presented controls on only students’ background
and educational expectations. Next, students’ prior performance and course
placement is controlled, followed by the full model that includes measures of the
teacher-student relationship.
Not surprisingly, high-expectancy students are perceived by their teachers
as expending more effort. The basic model indicates that boys, African American
students, and, to some extent, Latino students are judged by their teachers as
giving school less effort.
The interactions between teachers and students upon which the students’
actions are judged usually take place in a context of the students’ previous work.
The majority of students are grouped according to ability and prior performance
(Gamoran 1987). The second model in Table 2 indicates that previous performance (class ability grouping and prior grades) is associated with the teachers’
current evaluation of the students’ effort. Previous math grades, in particular, are
a strong predictor of the teachers’ evaluations of current effort. In fact, the zeroorder correlation of math grades with effort (.5 1) is higher than the correlation
of math grades with either math test scores (.37) or math proficiency level (.32),
not shown. It seems likely that teachers are exchanging grades for students’
behavioral compliance, in the form of homework completion and classroom
attentiveness in addition to academic a~hievement.~
The last model in Table 2 , which includes students’ reports of teachers’
attitudes, suggests that students expend more effort (as reported by teachers) when
they perceive that teachers care about students. The mutual evaluations of teachers’ and of students’behavior and trustworthiness about investing in the students’
education appear linked to one another. Students are expected to put forth effort,
and teachers must convince students that they will act to help the student learn.
Model 3 also includes the teacher’s report that the student is at risk of
dropping out of high school and an interaction term for students’ perceptions
that teachers care with teachers’ perceptions that the student is at risk of dropping out. Teachers evaluate that at-risk students expend less effort than others
do. The insignificant interaction indicates that the association is no different for
at-risk students than that of other students. This means that it is unlikely that
at-risk students’ perceptions that teachers care have any special meaning-ither
positive or negative-for the way they might respond with effort. In other words,
at-risk students who perceive their teachers as caring will be perceived by their
teachers as giving school more effort in much the same way as any other

*p < .05.
**p < .01.
***, < .001.

Socioeconomic status
Race/ethnicity (Comparison is European American.)
Asian
Latino
African American
Gender (Comparison is girls.)
Boys
Urbanicity (Comparison is suburban.)
Urban
Rural
Students' expectations
Mathematics letter grades
Ability level of math class (Comparison is average or high.)
Low ability math class
Mixed ability math class
Teachers in school care about students (student report)
Student is at risk of dropping out of high school
(teacher report)
Interaction of teachers care with student is at risk
Intercept
Adjusted R'
3.39***
.13

.11***

.26

-.01
- .02
I*** .04

-.14
-.04

-.27***
-.1***

2.95***
.33

-.01
.03
.09
.44
.07**
.04***
.2***

- .03

-.16

-.17

-.29***

-.27***

.02
-.03
- .09

.11*
-.08*
-.25***
.01
0
-.03

.02

.03*

.04

.05**
.06
-.01
-.08**

P

Model 2

b

Model 1

P

b

Table 2
Coefficients from Regressions of Teacher-Reported Effort

.05

2.83***
.4

-.18***
-.06
.13***
-.83***

-.03
.05*
.02***
.18***

-.26***

-.05

-.01

-.09
-.02
.07
-.27

.02
.04
.39

-.01

-.15

.01
0
-.02

.02

P

Model 3

.02

b

.02
.04
.39

-.01

-.15

2.82***
.4

-.04

- .03

-.18*** - .09
-.06*
-.02
.14***
.07
-.73*** -.24

.05*
.02***
.18**

- .02

-.26***

.05
-.01
- .05

.02

P

.01
0
- .02

Model 4

.02

b
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student. Teachers will not, it seems, get more classroom attentiveness or homework completion from their at-risk students (beyond what any other student
would expend) if they are perceived as caring. It is impossible to assess the
existence or direction of a causal relationship.
Table 3 shows models predicting students’ twelfth-grade math proficiency
levels and math test score growth from tenth grade and twelfth grade, with
indicators of the teacher-student relationship. The first and third models do not
include an interaction term, and the second and fourth models include an
interaction term that estimates a separate slope for the net effects of students’
perceptions that teachers care on their math performance of at-risk students.
The first and third models suggest that students’ perceptions that teachers
care about them and, independently, the teacher’s perceptions that the student is
putting forth effort in school are each associated with higher mathematics proficiency and growth in test scores. Students’ expectations are associated with
mathematics proficiency level but have no relationship with growth in test scores
independent of teacher-perceived effort and prior grades.
The teacher-student relationship may assume different qualities depending
on the academic position of students, as suggested by the strong and significant
positive interaction terms for students’ perceptions that teachers care and teachers’ assessments that students are at risk of dropping out of high school. The
coefficients for at-risk students, -1.14 for math proficiency and -8.66 for test
score growth, represent the intercepts of the estimated net effects of teachers’
caring on math achievement. The estimated net effect of students’ perceptions of
caring on their mathematics achievement is shown by the significant interaction
terms. This suggests that students who are at risk of dropping out may experience more test score growth and attain higher levels of mathematics proficiency
in the twelfth grade if they feel that teachers care about students when
compared to at-risk students who report lower levels of teacher caring. To have
a caring teacher appears to mitigate the estimated net negative effect on growth
in mathematics achievement test scores of a teacher’s judgment that a student is
at risk of dropping out of high school. Pessimistically, a teacher’s judgment that
the student is at risk of dropping out in the absence of student-perceived caring
may have severe negative implications for mathematics proficiency and test
scores. As mentioned above, it is impossible to know whether these associations
indicate the existence of causal relationships.
Discussion
Coleman (1988) claimed that social capital is not held by individuals but
exists in the relationships among individuals and is defined by the actions it
facilitates. The results described above suggest that the emergence of social
capital in the teacher-student relationship for at-risk students may be related to

*p < .05.
**p < .Ol.
***p < ,001.

Socioeconomic status
Racdethnicity (Comparison is European American.)
Asian
Latin0
African American
Gender (Comparison is girls.)
Boys
Urbanicity (Comparison is suburban.)
Urban
Rural
Students’ expectations
Mathematics letter grades
Ability level of math class (Comparison is average or high.)
Low ability math class
Mixed ability math class
Teachers in school care about students (student report)
Students’ academic effort (teacher report)
Student is at risk of dropping out of high school (teacher report)
Interaction of teachers care with student is at risk
Grade 10 math achievementtest
Intercept
Adjusted R2
.06
- .02
.17
.2
-.27
-.08
.04

2***
-.09*
.11***
.15***
-.85***
-.34***
.11**

.72***
.41

.09

.25***

.08
-.02

.01
-.06
-.14

.08
-.29***
-.59***

.12***
-.08

.16

.85***
.41

-.87***
-.34***
.06
.06***
-- 1.14***
.41***

.2***
- .09*
.11***
.15***

.25***

.08
-.29***
-.59***

.16

P

-.27
-.08
.02
.08
- .24
.22

.2

.17

.06

- .03

.09

.01
- .06
-.14

Model 2
.28***

b

.85***
5.94
.85

- 1.09***
-.35
.5**
.26*
-.76*

.78***
- .46*
.06
.56***

.98***

.32
.04
- 1.26***

.71***

b

.83

-.01
.02
.02
-.02

-.03

.o 1
.08

-.01

.02

.04

0
- .03

0

.04

P

0

.02
-.01
.o 1
.07

.04

-1.2***
-.04
- .34
-.01
.o1
.16
.26*
.02
-8.66***
-.I7
3.04***
.I6
.85***
.83
6.93***
.85

.55***

.72***
-.5*
.06

.98***

.33
.04
-1.25***

.04

P

0
-.03

Model 4
.7***

b

Model 3

P

Model 1
.28***

b

Grade 12 Math AchievementTest
Scores (Growth from Grade 10)

Grade 12 Math ProficiencyLevel

Table 3
Coefficientsfrom Regressions of Mathematics Proficiency Level and Growth in Achievement Test Scores
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the students’ perceptions that the teacher will act in the best interests of the
student; the amount at-risk students learn may depend on whether they perceive
that teachers care.
The academic behavior of at-risk students may be more influenced by
their perceptions of teachers’ commitment for several reasons. Indeed, students
may be more vulnerable to teachers’ opinions if they are on the margin of
passing. In such a circumstance, teachers’ advocacy may make a substantial
difference to their future in the school. The evidence is consistent with this
idea.
Teachers may be acting as gatekeepers of knowledge for at-risk students in
a way that is associated with students’ perceptions that teachers care. For at-risk
students, perceptions that teachers care may be a h c t i o n of access to learning.
Students may perceive teacher behavior that supports access to instruction as
caring, especially if they are at risk of dropping out of high school.
Caring teachers may motivate at-risk students differently, although this
should also be reflected in their effort. The evidence presented here does not
support this. However, at-risk students may expend effort in ways other than
classroom attentiveness and homework completion, which is my measure of
effort. At-risk students do put forth more effort when teachers care about
students; they simply do not expend more effort than any other students who
think teachers care. That means it is probably not increased effort alone that
accounts for higher test scores of at-risk students whose teachers care.
At-risk students may also have opportunity for alternative activity outside
school in negative behavior. Those opportunities and connections may be more
attractive if students perceive that investment in school is unlikely to pay off.
Students could easily weigh the potential pay-off from an investment in school
as higher if they find teachers responsive to their efforts; although again, this
should be reflected in students’ effort. The report that teachers care is the
students’ perspective, and the report that the student is at risk and is putting forth
academic effort is the teachers’ perspective. The results may be shaped by the
reliance on these different perspectives.
It is important to take note of my use of the term “at-risk.” I use the term in
specific reference to the teachers’ responses to the question about whether the
student is at risk of dropping out of high school. Many schools and districts
designate students as at risk, which may have influenced responses of some
teachers. Others may have based their responses on other criteria. These results
about learning suggest that the teachers whom students perceive as caring may
look beyond that designation or label to a student who should still engage in the
learning that takes place in school.
In general, students who perceive that teachers care expend more effort at
school (as reported by teachers), although at-risk students put forth much less
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effort than others, independent of whether they perceive their teachers care. This
apparent reciprocity of effort for caring is, according to Noddings (1996), a key
component of a caring relationship.
The measure of caring in this study includes an important academic
component. The students’ reports about their teachers emphasize the teachers’
genuine concern for student progress (e.g., “my teachers care about me and
expect me to succeed in school”). Teachers’ reports of student behavior include
assessments of academic effort (Le., homework completion and class attentiveness) as well. Thus, these results are inextricably linked to the school context and
are permeated by the academic content of the relationship. In judging the
estimated net effects on achievement, this is critical to remember.
For most students the relationship between teachers and students may not
be especially meaningful, as suggested by small effects on achievement.
Indicators of the relationship have a much weaker association with achievement
test performance than the students’ prior grades or, in the case of proficiency levels, even the student’s own expectations, socioeconomic status or race (if the student is African American). The norms and other incentives that govern the
behavior of teachers and students regarding investment in the relationship may
be especially consequential for studentsjudged as at risk of dropping out of high
school.
It is important to remember that the statistical relationships observed in this
study do not shed light on the existence of causal relationships between studentteacher relations and students’ academic achievement. It is conceivable, for
example, that unmeasured factors influence both students’ perceptions that
teachers care and achievement. Only more research in this area will provide an
accumulation of understanding about this process, which is almost certainly
quite complex in nature.
This study used information from teachers’ opinions about their students
but it does not consider the very important question about why teachers might be
motivated to care about students they think are least likely to succeed. LadsonBillings’s (1994) rich descriptions of effective teachers paint portraits of teachers
with a deep belief in the goodness of humanity. They genuinely care and
continue to provide students access even when other teachers might give up in
frustration. Noddings (1996) delves deep into the anatomy of caring-the caring
relationship-indeed, she emphasizes the value of the reciprocity inherent in the
relationship. She discusses the importance of fully considering motivation, especially for professional caregiving such as teaching, and she recognizes an
element of altruism inherent in the activity.
The school context is likely to make a difference in students’ perceptions
that teachers care. It may provide a motivation for teachers to care about students
and invest in them even when they are at risk of failure, perhaps through norma-
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tive control over teachers’ actions and attitudes. Meier (1995), for example,
conceives of a caring public school.
Catholic schools have been described as having some of these qualities
(e.g., Bryk et al. 1993) and a positive effect on academic behavior of students, in
particular for students whose parents have lower levels of education (Coleman
and Hoffer 1987). The present study includes only public school students, and
there is evidence that the processes regarding social control and school climate
may be different for public school students (Coleman and Hoffer 1987).
Other structures may provide incentives for teachers to care about students,
as well. For example, Coleman (1997) urges that teachers be judged by the
amount students learn while in their classroom. In this way, teachers would have
stronger incentive to teach all children on whose performance they would be
judged, although empirical evidence is lacking to support this claim.
Much more research is needed to understand the kinds of structures that
might foster and support important social capital in the teacher-student relationship, especially for students labeled as at risk of dropping out. This analysis
underscores the importance of caring and of social capital for students in especially vulnerable positions in schools. It is these students who may have the
greatest need for positive relationships with teachers and for whom developing
those productive relationships may be the most challenging.

ENDNOTES
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‘The students with mathematics and science teacher data are slightly higher-performing and of
slightly higher SES than the sample as a whole.
*Most students were excluded because of missing data on second follow-up mathematics
achievement tests.
3Several scholars have suggested that this type of exchange takes place when teachers are not
judged on the basis of their students’ academic progress because under these circumstances teachers
have incentive to promote good behavior but lack incentive to promote learning (Coleman 1997;
Porter 1994).
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Unit 1
Biopsychology & Art
Unit 1 will focus on the impact of biopsychology in art. Theories and concepts that will
be focused on is how the brain takes in, processes, and analyzes art. Students will learn about
brain structures influence on interpretation and understanding, visual and conceptual processing,
and cultural and historical changes in art. Students will learn and be able to theorize how the
body processes art from the basic elements of art, how artists make critical decisions about how
their art is made, produced, and displayed, and how the viewer is changed from engaging with
art. During this unit students will be engaging in critical discussion during an Art and Human
Emotion sorting game, creating a Woven Tapestry, a Spray Paint Portrait of an important person
of their choosing, and be working in small groups to create a large-scale mural depicting people
that are important to each group member to be displayed in a public setting. Students will be
critically researching, analyzing, and applying artistic choices in order to make artwork that
incites a specific biophysical reaction in the viewer. By learning how artists critically make
choices about the work they produce based on how their brain has been built, they can become
critical makers and consumers of the work artists, designers, advertisers, and visual culture
creators that they encounter in their lives.

Unit 1
Psychology of Color
-Class overview +
expectations
-Day 1 PP
-Monochrome Workbook
Cover

Woven Tapestry
-Silk Weaving Video
-Studio Time

Spray Paint Portrait
-Spray Paint in outdoor area

Significant People Mural
-Ai Wei Wei Video
-Studio Time

Total Days (19)

Biopsychology
Psychology of Color
-Human Emotion Game
-Day 2 of PP
-Discussion

Woven Tapestry
-Navajo Rug Video
-Studio Time
-Discussion about weaving
process

Significant People Mural
-Mural PP Day 1
-Partner Worksheets
-Class Brainstorm
-Group assignment and
studio time

Significant People Mural
-Guernica Video
-Studio Time

Woven Tapestry

Woven Tapestry

-Woven Tapestry PP
-Base of loom
-Weaving Techniques Demo
(if base finished)

-Kente Cloth video
-Weaving Techniques Demo
-Studio Time

Spray Paint Portrait

Spray Paint Portrait

-Spray Paint Portrait PP
-Photoshop Demo
-Layer Prep and Planning

Significant People Mural
-Mural PP Day 2
-Studio Time
-Mini-critique

Significant People Mural
-Lady Liberty Discussion
-Studio Time

-Khaleesi Video
-X-Acto and Layer
Demonstration
-Studio Time

Significant People Mural
-Lisa King Video
-Grid Demonstration
-Studio Time

Significant People Mural
-Hang Murals
-Critique

Woven Tapestry
-Peruvian Weaving Video
-Studio Time

Spray Paint Portrait
-Dustin Yelling Video
-Studio Time

Significant People Mural
-Public Art Video
-Studio Time

Name of Student:__________________________________________________

Student Completion Checklist for Unit 1
Intro: Psychology of color
Descriptor

Check

Takes notes in workbook during presentation (starred information)
Student participates in discussion during lecture on day 1 or 2
Student participates in Human Emotion and Art game

Woven Tapestry
Descriptor

Check

Takes notes in workbook during presentation (starred information)
Student participates in discussion during lecture on day 1
Student completes entrance artist questions 5x
Student takes care of materials during studio time and cleans up properly

Spray Paint Portrait
Descriptor

Check

Takes notes in workbook during presentation (starred information)
Student participates in lecture on day 1
Student writes 3 things that are important in creating a portrait in their workbook
Student completes entrance artist questions 3x
Student completes portrait proposal sheet
Student showed evidence of research for project idea (reference photo, sketch, written
notes)
Student takes care of materials during studio time and cleans up properly

Significant people group mural
Descriptor
Takes notes in workbook during presentation (starred information)
Groups turn in mural proposal to teacher before they begin transfer to canvas sheets
Student works with partner for mural artist research
Student participates in discussion on day 5, 6, or 7
Student takes care of materials during studio time and cleans up properly
Student completes entrance artist questions 7x
Student showed evidence of research for project idea (reference photo, sketch, written
notes)

Check
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Psychology of Color

Grade Level:9th to 12th Grade

Lesson S & S Concept Statements:
- Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
-Each individual understands and interprets art differently based on their culture/world
- Artist and viewers biophysical response to each work is dependent on the time period
in which the work was created and the person’s knowledge of that time period
- Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
- Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
-color -line -shape -texture
Overall Lesson Objective: Given a presentation on the science and psychology of color,
students will create a monochrome collage on their workbooks using magazines,
scissors, glue sticks, and mod podge.
Daily Objectives:
-Given a presentation on the psychology of color, students can clearly identify and
theorize how artists use color to elicit specific biophysical reactions from the viewer
-Student creates a monochrome collage in the design or composition of their choice with
glue sticks, magazines, scissors, and mod podge on their workbook

Assessment Criteria:
-Students can clearly identify and theorize how artists use color and line to elicit specific
biophysical reactions from the viewer
-Student creates a monochrome collage on the front of their workbook in the design of
their choice using scissors, magazines, glue sticks, and mod podge
Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation -Computer -Projector
Artists:
-Various artists from Art Game
Art Materials Necessary for the Lesson:
-workbooks -magazines -gluesticks -scissors -mod podge

Teacher Directed Activities
Introduction: (17 minutes)
Teacher begins the lesson with a PowerPoint
Presentation. This presentation will highlight
the science of color, and the concept of a
biophysical reaction.
Throughout the
presentation the teacher will have students
take notes on key concepts and vocabulary
denoted by a black/white star.

Student Directed Activities
Introduction:
Students will take notes on key concepts
and vocabulary during the presentation.
Students gain an understanding of
structure of the curriculum

Students will also gain an understanding of
the structure of the curriculum in its entirety
and understand workbook expectations.
Development: (24 minutes)
Students will be instructed to create a
monochrome collage on the front of their
workbooks. They will use magazines to cut
out the color of their choice and create a
composition or arrangement of their choice
on their workbook. Once they have glued
down their composition, they will apply a
layer of mod podge. This will allow for the
composition as a whole to protect it for the
rest of the semester.

Development:
Students create their monochrome
collage design on the front of their
workbook using magazine cutouts,
scissors, glue sticks, and mod podge.

Conclusion: (4 minutes)
Students will be instructed to clean up their
area and put away materials

Conclusion:
Students will clean up their area and put
away materials
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Psychology of Color

Grade Level:9th to 12th Grade

Lesson S & S Concept Statements:
- Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
-Each individual understands and interprets art differently based on their culture/world
- Artist and viewers biophysical response to each work is dependent on the time period
in which the work was created and the person’s knowledge of that time period
- Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
- Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
-color -line -shape -texture
Overall Lesson Objective: Given an association game using a variety of visual art
examples in which students sort the art into categories of the 6 basic human emotions
and a presentation on the cultural, historical, personal connections of color and artistic
choices made when using line, students will gain an understanding of how to effectively
use and interpret color and line in art.
Daily Objectives:
-Students will engage in Art Game based on sorting various art examples into the basic
6 human emotions and engage in discussion about what informed their decision
-Given a presentation on the psychology of color and line, students can clearly identify
how artists use color and line to elicit specific biophysical reactions from the viewer

Assessment Criteria:
-Students can clearly identify and theorize how artists use color and line to elicit specific
biophysical reactions from the viewer
-Student engages in Art Game based on sorting various art examples into basic 6 human
emotions, and students will participate in discussion about why they sorted art into
specific categories

Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation -Computer -Projector
Artists:
-Pablo Picasso (The Old Guitarist) -Van Gogh (Sunflowers) -Taj Mahal
Art Materials Necessary for the Lesson:
-art game –workbooks -pencils

Teacher Directed Activities
Introduction: (22 minutes)
The students will engage in a visual arts
game to gain a deeper connection to their
own interpretations of art. The teacher will
give out 2 art examples that include
examples of fine art, commercial art, visual
culture, and will include both historical and
contemporary examples. Students will be
instructed to sort their 2 examples into one of
the 6 basic human emotions, anger,
happiness, disgust, sadness, surprise, and
fear based on how that art makes them feel.
They will be given about 1 minute to sort their
example. The teacher will provide a large
wall space where all examples can be seen,
and each emotion is clearly denoted.
The teacher will then engage the students in
discussion and get students thinking about
why they made their choice:
1.Why did you match this piece with this
emotion?
2.What about the works makes you feel this
way? Is it the line, shape, color, composition,
subject?
3.Would anyone have sorted this differently?
Why?
4.Is your interpretation different than your
peers? Why?
5.How did the artist use color to lead you to
have a specific biophysical reaction?
Development: (18 minutes)
Teacher builds off game with PowerPoint
Presentation that continues from the
previous day, highlighting historical context
and use of color, cultural context of color,
and its connection to human psychology.
Teacher will also discuss the impact of line
and students will theorize how artists use
both line and color to elicit specific
biophysical reactions from the viewer.
Throughout the presentation the teacher will
have students take notes on key concepts
and vocabulary denoted by a black/white
star. Teacher will point out specific examples
and ask students to provide further examples
developed in the game
Conclusion: (2 minutes)
Students will clean up the art examples from
the game and put away their workbooks in a
designated area.

Student Directed Activities
Introduction:
Students will participate in sorting game
and discussion following. This game will
set up their own personal understanding
of color and line.

Development:
Students will take notes on key concepts
and vocabulary during the presentation.
Students will participate in discussion as
asked

Conclusion:
Students will clean up the game and put
away their workbooks

ART &
PSYCHOLOGY
DAY 1

CLASS OVERVIEW

• Unit 1: Biopsychology of Art
• Unit 2: Motivation of Art
• Unit 3: Social Psychology and Art

O K M I S S B E C K B U T W H AT W I L L
WE BE MAKING?

WORKBOOKS
• Workbook
– Take notes during presentation
– They will also be used as a space to
sketch, plan, and practice

• Entrance Artists/Art

WHY PSYCHOLOGY?
WHAT MAKES MISS
BECK QUALIFIED?
• What does every, EVERY,
single person have in this
room?
• Understanding our brain
helps us to understand
others and why others are
built differently than
ourselves!
• Minor in Psychology

EXPECTATIONS FOR DISCUSSIONS
• Everyone is expected to answer at some point during each
project
• Work with your peers
• Respect
• Listen, Think, THEN Respond

THE
BRAIN

STRUCTURE OF
THE BRAIN
• All animals have midbrain and
hindbrain
• The Forebrain is what makes humans
different from other animals
• The Frontal Lobe is in charge of
personality, reasoning, planning, and
organizing thinking

T H E EY E
• The iris lets in light
• Iris adjust to amount of light let
into eye
• The retina reflects the image
• Neurotransmitters fire and send
messages to the brain to be
interpreted
• Stimuli does not have meaning
until brain interprets them

COLOR THEORY
VOCAB
• Primary Colors
– Blue, Red, Yellow

• Secondary Colors
– Green, Orange Purple

• Warm Colors (longer wavelengths)
– Red, yellow, orange

• Cool Colors (shorter wavelengths)
– Blue, purple, green

• Warm colors are active, attention grabbing, & aggressive
• Cool Colors are calming

• Black is ABSENCE of color
• White is blending of ALL colors
• Fun fact, most young babies(human and animal) have BLUE eyes that change
as we grow, blue is a reflection of the lack of pigment in the iris

CONNECTION
TO
PSYCHOLOGY
• Biopsychology: study of
how biological processes
influence behavior, feelings,
and thoughts
• Biophysical Response: How
the brain influences our body
and how are body’s reaction
influences our thoughts,
feelings, and emotions

WORKBOOK DESIGN
• Create a monochrome design
using collage
• Monochrome: image
composed of one color
• Collage: assemblage of different
forms to create one image
– Use the magazines to cut out
color of your choice from the
magazines available
– Create an interesting
composition then glue down
– Put final coat of mod podge on
top of final design

D AY 2
H I S T O RY A N D C U LT U R E D I F F E R E N C E S O F C O L O R

GAME
TIME!

CONNECTION TO PSYCHOLOGY
• Biophysical Response:
How the brain
influences our body
and how are body’s
reaction influences our
thoughts, feelings, and
emotions
• Artists choices lead to
specific initial reactions
• Picasso v.Van Gogh

HISTORICAL
UNDERSTANDING
OF COLOR
• Art was a Universal Language that was
set by the spiritual sectors of society
– Connected to literacy so
everything could be easily
identifiable

MODERN CONCEPT
OF COLOR
• Color has meaning based on the
artist/culture/perspective that is in a
work
• Color Theory is used by companies to
incite specific biophysical responses

COLORS IN
OTHER
CULTURES

PERSONAL CONNECTION TO COLOR

IT’S IMPORTANT TO
UNDERSTAND THERE IS
NOT ONE WAY COLOR IS
INTERPRETED…
• Color is informed by science
• Color is informed by culture
• Color is informed by personal connections
• Most importantly color is purposely used by artists in
order for their viewer to have a specific biophysical
reaction

THINKING BACK TO OUR GAME...

LINE
• Line: a path created by a moving point, mark, or object
• What are some types of lines?
• Do you think artists use line intentionally?

THINKING BACK TO OUR GAME...
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Biopsychology is a branch of psychology that analyzes how the brain, neurotransmitters,
and other aspects of our biology in uence our behaviors, thoughts, and feelings. This
eld of psychology is often referred to by a variety of names including biopsychology,
physiological psychology, behavioral neuroscience, and psychobiology. Biopsychologists
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often look at how biological processes interact with emotions, cognitions, and other
mental processes.
Advertisement

Advertisement
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eld of biopsychology is related to several other areas, including comparative

psychology and evolutionary psychology.

Brief History
While biopsychology might seem like a fairly recent development thanks to the
introduction of advanced tools and technology for examining the brain, the roots of the
eld date back thousands of years to the time of the early philosophers. While we now
consider the mind and brain synonymous, philosophers and psychologists long debated
what was known as the mind/body problem. In other words, philosophers and other
thinkers wondered what the relationship was between the mental world and the physical
world.

Philosophers' Views
One important thing to remember is that it is only fairly recently in human history that
people have come to understand the actual location of the mind. Aristotle, for example,
taught that our thoughts and feelings arose from the heart. Greek thinkers such as
Hippocrates and later Plato suggested that the brain was where the mind resides and that
it served as the source of all thought and action.
Advertisement
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Advertisement

Later thinkers such as Rene Descartes and Leonardo da Vinci introduced theories about
how the nervous system operated. While these early theories were later proven wrong,
they did establish the important idea that external stimulation could lead to muscle
responses. It was Descartes who introduced the concept of the re ex, although later
researchers demonstrated it was the spinal cord that played a critical role in these muscle
responses.
Advertisement
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The Link With Human Behavior
Researchers also became interested in understanding how di erent parts of the brain
controlled human behavior. One early attempt at understanding this led to the
development of a pseudoscience known as phrenology

. According to this view,

certain human faculties could be linked to bumps and indentations of the brain which
could be felt on the surface of the skull.
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While phrenology became quite popular, it was also soon dismissed by other scientists.
However, the idea that certain parts of the brain were responsible for certain functions
played an important role in the development of future brain research.
The famous case of Phineas Gage, a railroad worker who su ered a devastating brain
injury, also had an in uence on our understanding of how damage to certain parts of the
brain could impact behavior and functioning.

Newer Research
Since those early in uences, researchers have continued to make important discoveries
about how the brain works and the biological underpinnings of behavior. Research on
evolution, the localization of brain function, neurons, and neurotransmitters have
advanced our understanding of how biological processes impact thoughts, emotions, and
behaviors.
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If you are interested in the

eld of biopsychology, then it is important to have an

understanding of biological processes as well as basic anatomy and physiology. Three of
the most important components to understand are the brain, the nervous system, and
neurotransmitters.

The Brain and Nervous System
The central nervous system is composed of the brain and spinal cord. The outermost part
of the brain is known as the cerebral cortex. This portion of the brain is responsible for
functioning in cognition, sensation, motor skills, and emotions.
The brain is comprised of four lobes:
Frontal Lobe: This portion of the brain is involved in motor skills, higher level cognition,
and expressive language.
Occipital

Lobe: This portion of the brain is involved in interpreting visual stimuli

and information.
Parietal

Lobe: This portion of the brain is involved in the processing of tactile

sensory information such as pressure, touch, and pain as well as several other functions.
Temporal Lobe: This portion of the brain is involved in the interpretation of the sounds
and language we hear, memory processing, as well as other functions.
Another important part of the nervous system is the peripheral nervous system, which is
divided into two parts:
The motor (e erent) division connecting the central nervous system to the muscles and
glands.
The sensory (a erent) division carries all types of sensory information to the central
nervous system.
There is another component of the nervous system known as the autonomic nervous
system, which regulates automatic processes such as heart rate, breathing, and blood
pressure. There are two parts of the autonomic nervous system:
The sympathetic nervous system, which controls the " ght or

ight" response. This

re ex prepares the body to respond to danger in the environment.
The parasympathetic nervous system works to bring your body back to a state of rest and
regulates processes such as digestion.

Neurotransmitters
https://www.verywellmind.com/what-is-biopsychology-2794883
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eld of biopsychology are the actions of neurotransmitters.

Neurotransmitters carry information between neurons and enable chemical messages to
be sent from one part of the body to the brain, and vice versa.
There are a variety of neurotransmitters that a ect the body in di erent ways. For
example, the neurotransmitter dopamine is involved in movement and learning.
Excessive amounts of dopamine have been associated with psychological disorders such
as schizophrenia, while too little dopamine is associated with Parkinson’s disease. A
biopsychologist might study the various neurotransmitters to determine their e ects on
human behavior.

Career Opportunities in Biopsychology
If you are interested in a career in the area of biopsychology, then you have quite a few
di erent options. Some who enter this type of

eld choose to work in research where

they might work at a university, drug company, government agency, or other industry.
Others choose to work with patients to help those who have experienced some type of
brain damage or disease that has had an impact on their behavior and functioning.
The following are just a few of the career specializations that are related to
biopsychology:
Comparative Psychologist: Looks at the behaviors of di erent species and compares them
to each other and to humans.
Evolutionary Psychologist: Examines the evolutionary bases of behavior.
Behavioral Neuroscientist: Analyzes how the brain, nervous system, and other organs
impact behavior.
Neurologist: Treats patients with damage or disease that a ects the brain and nervous
system.
Cognitive Neuroscientist: Investigate brain activity and scans to research how people
think, learn, and solve problems.

A Word From Verywell
Biopsychology represents one of the important ways of thinking about psychology. This
perspective in psychology has allowed researchers to gain a greater understanding of how
the brain and nervous system in uence human behavior.
By studying normal brain functioning as well as how brain disease and injury in uence
behaviors, feelings, and thoughts, researchers are able to come up with new ways of
https://www.verywellmind.com/what-is-biopsychology-2794883
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treating potential problems that might arise.
Was this page helpful?
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Birren
P.13
o Darwin wrote, ‘We know…that the color of the skin is regarded by the men of all races
as a highly important element of their beauty’
o Thus, one of the first uses of color centered on race. Extreme redness for Egyptians,
whiteness for the people of the north, yellowness or goldenness among Orientals,
extreme blackness among Negroes, became emblems of the perfect racial type
o Unlike modern artists who may express themselves in a personal way, the ancient set
his own feelings aside and adhered to the dictates of the Mysteries…purple, for
example, was the color of earth to him [Egyptian]. It was a token of the baser qualities
of nature which, in turn, were the foundariton of the high human qualities of patience
and endurance. The amethyst became the talisman of the warrior and gave him moral
courage and the necessary calm to insure victory
o Temple ceiling were usually blue and embellished with drawings of constellations
o Floors were usually green or blue, like the meadows of the Nile.
o “Art spoke a universal language, generously shared and universally comprehended
because virtually all color expression had to adhere to what priests and mystics looked
upon as divine necessities”
P.43-44
o Entire eras identitifed by color – Sung brown, Ming green, Ch’ing yello
o Officials to emperor known by color
o ranks by color button on hat
o Purple royal hue in Caesers
o Purple with gold=Jupiter
o White emblem of virtue/purity
o Yellow=pagan allusions in Christianity
P.67
o
o
o
o
o

“the ancient looked on color as a spiritual rather than physical phenomenon”
Light was the emanation of a great diety, falling from heaven and pervading all space
Color theory all occult
Hues glorious manifestations of light
White most ethereal

p.86
o Human eye like camerao Outer covering shaped like watch crystal
o Iris, ring like structure that forms pupil of eye
o Back of the pupil lens which accommodates for seeing objects near and far
o Iris expands or contracts to regulate size of pupillary opening
o Retina, network of nerve endings where light is focused and from which impulses
are transmitted to brain

Biopsychology of Art
o Nearly all animals have blue eyes at birth because there is no pigment, blue is scattered
light in eye
P.88
o Stimuli does not have meaning until brain interprets them
P.92-93
o Human eye only sees small span of total electromagnetic spectrum
o Color vision is there so humans are better adapted to survive
P.
Gage
P.
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Woven Tapestry

Grade Level: 9th-12th

Lesson S & S Concept Statements:
-Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
-Each individual understands and interprets art differently based on their culture/world
-Art is produced based on the society it is created in; art is created with available
technology,
materials, mediums, and styles available to that society
-Artist and viewers biophysical response to each work is dependent on the time period in
which the work was created and the person’s knowledge of that time period
Daily Formal Qualities (Elements & Principles of Design):
-line -shape -form -color -texture -composition -variety -movement
Overall Lesson Objective: Given a PowerPoint on textile and how the brain process
emotions, students will create their own 8-inch by 6-inch tapestry using a cardboard loom
that they make and experiment with various textile materials to create a visually engaging
tapestry that uses tabby weave and at least one of the techniques of rya knot, creating a
shape, or using more than 3 colors.
Daily Objectives:
-Given a teacher demonstration, students will follow along to create their own cardboard
loom
-Given teacher demonstrations, students will help other students along each step to
complete their loom and to help one another learn weaving techniques

Assessment Criteria:
-Student follows along teacher demonstration and creates a base loom
-Students will help other students along each step to complete their loom and to help one
another learn weaving techniques
Teaching Resources Needed to Support the Lesson:
-Computer -PowerPoint Presentation
Artists:
-Jean Bondol and Nicholas Bataille (Apocalypse Tapestry) -Judit Just
Art Materials Necessary for the Lesson:
-Various Fibers -Sturdy Cardboard for looms -Masking Tape -Plastic Needles
-Rulers -Pencils -Scissors

Teacher Directed Activities
Introduction: (20 minutes)
Teacher will begin class with a PowerPoint
Presentation:

Student Directed Activities
Introduction:
Students will listen to the presentation
and answers questions the teacher asks.

I.Human Emotion & Brain Structure
II.Why Emotion Matters to Art
III.What is a Tapestry
IV.Purpose of Tapestry
V.History of Tapestries
VI.Contemporary Tapestry as Art Form

Students will be able to clearly describe
and compare various textile examples.
Students will share a variety of answers
about the art examples.

Development: (22 minutes)
Teacher will make sure everyone can have
good view of teacher. Written instructions
with pictures will be projected on the screen
for each step.
Teacher will do demonstration on creating a
loom from cardboard. By working through
each step with the students, students who
finish faster can help other students, teacher
can answer questions as they arise, and
every student will be on the same starting
point as one another.
If students finish before the 22 minutes, the
teacher will go right into a weaving technique
demo.
Students will have access to
technique handouts.

Development:
Students will follow along demonstration
from teacher. Students who finish steps
early will assist other students in
completing their loom base.

Conclusion: (3 Minutes)
3 minutes before class is over, the teacher
will instruct students to clean up their area,
put away supplies, and make sure their
names are on the back of their looms

Conclusion:
Students will clean up their area, put their
supplies away, and put names on the
back of their looms and put them in
designated area.

Students will be reminded of the color
lesson we had the day before. Students
will also practice skills of description and
interpretation. Students will take notes in
their workbook. Key concepts will be
indicated by a black star.
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Name: Georgi Beck
DAILY PLAN
Grade Level: 9th-12th

Lesson Title: Woven Tapestry

Lesson S & S Concept Statements:
Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
-Each individual understands and interprets art differently based on their culture/world
-Art is produced based on the society it is created in; art is created with available
technology,
materials, mediums, and styles available to that society
-Artist and viewers biophysical response to each work is dependent on the time period in
which the work was created and the person’s knowledge of that time period
Daily Formal Qualities (Elements & Principles of Design):
-color -texture -pattern -variety -rhythm -harmony -contrast
Overall Lesson Objective: Given a PowerPoint on textile throughout history and past
presentation on color, students will create their own 8-inch by 6-inch tapestry using a
cardboard loom that they make and experiment with various textile materials to create a
visually engaging tapestry that uses tabby weave and at least one of the techniques of
rya knot, creating a shape, or using more than 3 colors.
Daily Objectives:
-Given demonstration on different weaving techniques, student creates plan to pick a
variety of fibers and use tabby weave and one of the following techniques of rya knot,
using 3 colors, or creating a shape
-Given access to a variety of fibers that are made of different colors and textures,
students will thoughtfully use fibers to create a visually engaging tapestry
-Given teacher demonstrations, students will help other students along each step to
complete their loom and to help one another learn weaving techniques

Assessment Criteria:
-Student has a plan to pick a variety of fibers and use tabby weave and one of the
following techniques of rya knot, using 3 colors, or creating a shape
-Students thoughtfully use a variety of fibers to create a visually engaging tapestry
-Students will help other students along each step to complete their loom and to help one
another learn weaving techniques
Teaching Resources Needed to Support the Lesson:
-Computer -Youtube Video: Kente weaving interview
(https://www.youtube.com/watch?v=77DIa3Tbkxg&t=71s)
Art Materials Necessary for the Lesson:
-Various Fibers -Sturdy Cardboard for
-Masking Tape -Plastic Needles

looms

-Rulers

-Pencils

-Scissors

Teacher Directed Activities
Introduction: (7 Minutes)
The lesson will begin with a short YouTube
video highlighting a specific weaving
tradition in a different culture. Day 2 will
feature Kente cloth from Akpokofe, Ghana.
Students will answer 3 questions in their
workbooks during the presentation
1What is your biophysical reaction to this
type of tapestry? Why?
2.Tools/process of making the tapestry
3.Why do the artists weave Kente cloth? Is it
to make money? To make art? To practice
tradition?

Student Directed Activities
Introduction:
Students will begin the class watching a
short video highlighting a specific
weaving technique in a different culture.
By having a short clip each day featuring
different weaving techniques, students
will
get
inspiration,
deeper
understanding, and cultural appreciation
of other traditions of weaving. It will also
reengage the students in the concept of
the day

Development: (34 minutes)
Teacher will start with a weaving technique
demo if it wasn’t started on day 1.The
teacher will highlight
1.Tabby Weave
2.Rya Knot
3.Switch Colors/End Colors
4.How to Create Shapes
Teacher will also highlight tips to make
tapestry more successful
1.don’t weave too tight or too loose
2.double check knots
3.clean up the back at the end of weaving
4.don’t cut your yarn too short or too long

Development:
Students will work independently on their
woven tapestries.
Students will be
expected to work efficiently and will be
allowed to sit wherever they please within
the classroom. If groups are distracting
one another then separation will be
necessary.

Students will be using their studio time
independently. The teacher will remind
students that they will only have 4 days to
complete their weaving. Teacher will give
15-minute, 10-minute, and 5-minute warning
to keep students on track.

Conclusion: (4 minutes)
Teacher will instruct students to put away
their supplies and clean up their area.

Conclusion:
Students will put away their supplies and
clean up their area.

(UN.1L.2) 3 of 5

Name: Georgi Beck
DAILY PLAN
Grade Level: 9th-12th

Lesson Title: Woven Tapestry

Lesson S & S Concept Statements:
-Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
-Each individual understands and interprets art differently based on their culture/world
-Art is produced based on the society it is created in; art is created with available
technology,
materials, mediums, and styles available to that society
-Artist and viewers biophysical response to each work is dependent on the time period in
which the work was created and the person’s knowledge of that time period
Daily Formal Qualities (Elements & Principles of Design):
-color -texture -pattern -variety -rhythm -harmony -contrast
Overall Lesson Objective: Given a PowerPoint on textile throughout history and past
presentation on color, students will create their own 8-inch by 6-inch tapestry using a
cardboard loom that they make and experiment with various textile materials to create a
visually engaging tapestry that uses tabby weave and at least one of the techniques of
rya knot, creating a shape, or using more than 3 colors.
Daily Objectives:
-Given demonstration on different weaving techniques, student creates plan to pick a
variety of fibers and use tabby weave and one of the following techniques of rya knot,
using 3 colors, or creating a shape
-Given access to a variety of fibers that are made of different colors and textures,
students will thoughtfully use fibers to create a visually engaging tapestry
-Given teacher demonstrations, students will help other students along each step to
complete their loom and to help one another learn weaving techniques

Assessment Criteria:
-Student has a plan to pick a variety of fibers and use tabby weave and one of the
following techniques of rya knot, using 3 colors, or creating a shape
-Students thoughtfully use a variety of fibers to create a visually engaging tapestry
-Students will help other students along each step to complete their loom and to help one
another learn weaving techniques
Teaching Resources Needed to Support the Lesson:
-Computer
-Youtube: Peruvian weavers (https://www.youtube.com/watch?v=B19pJ2wsHUQ)
Art Materials Necessary for the Lesson:
-Various Fibers -Sturdy Cardboard for
-Masking Tape -Plastic Needles

looms

-Rulers

-Pencils

-Scissors

Teacher Directed Activities
Introduction: (8 Minutes)
The lesson will begin with a short YouTube
video highlighting a specific weaving
tradition in a different culture. Day 3 will
feature a video on Peruvian weaving.
Students will answer 3 questions in their
workbooks during the presentation
1What is your biophysical reaction to this
type of tapestry? Why?
2.Tools/process of making the tapestry
3.Who learns how to weave in the Peruvian
Tradition and what do they do with their
creations?

Student Directed Activities
Introduction:
Students will begin the class watching a
short video highlighting a specific
weaving technique in a different culture.
By having a short clip each day featuring
different weaving techniques, students
will
get
inspiration,
deeper
understanding, and cultural appreciation
of other traditions of weaving. It will also
reengage the students in the concept of
the day

Development: (32 minutes)
Students will be using their studio time
independently. The teacher will remind
students that they will only have 4 days to
complete their weaving. Teacher will give
15-minute, 10-minute, and 5-minute warning
to keep students on track.

Development:
Students will work independently on their
woven tapestries.
Students will be
expected to work efficiently and will be
allowed to sit wherever they please within
the classroom. If groups are distracting
one another then separation will be
necessary.

At the 15 minute mark, teacher will ask
questions:
1.Who feels like they’re at a good spot to
finish in the next 2 class sessions?
2.Who doesn’t think they can finish during
the next 2 class sessions?
These two questions will be counted with
raised hands. This gives a teacher an idea
of which students might need more individual
assistance.
The teacher will then ask additional
questions:
1.Who thinks that they have the hang of a
certain technique that they can assist
another student with? If so what technique?
2.Raise your hand if you would like
assistance with that technique

Students will answer the teachers
questions to see who is progressing with
the lesson in a timely manner. Students
will then be identified as being miniteachers and can assist one another. By
clearly identifying those within the group
who feel confident enough to show
someone else how to do a technique, the
teacher will not need to assist as many
students and can help those who really
need additional one-on-one time with the
teacher.
This is also a confidence
booster for students who feel sufficient in
their skills.

Conclusion: (3 minutes)
Before students put away their materials, the
teacher will ask students to share their
progress with the class.
Teacher will instruct students to put away
their supplies and clean up their area.

Conclusion:
Students will share their work with their
peers.
Students will put away their supplies and
clean up their area.
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Name: Georgi Beck
DAILY PLAN
Grade Level: 9th-12th

Lesson Title: Woven Tapestry

Lesson S & S Concept Statements:
Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
-Each individual understands and interprets art differently based on their culture/world
-Art is produced based on the society it is created in; art is created with available
technology,
materials, mediums, and styles available to that society
-Artist and viewers biophysical response to each work is dependent on the time period in
which the work was created and the person’s knowledge of that time period
Daily Formal Qualities (Elements & Principles of Design):
-color -texture -pattern -variety -rhythm -harmony -contrast
Overall Lesson Objective: Given a PowerPoint on textile throughout history and past
presentation on color, students will create their own 8-inch by 6-inch tapestry using a
cardboard loom that they make and experiment with various textile materials to create a
visually engaging tapestry that uses tabby weave and at least one of the techniques of
rya knot, creating a shape, or using more than 3 colors.
Daily Objectives:
-Given demonstration on different weaving techniques, student creates plan to pick a
variety of fibers and use tabby weave and one of the following techniques of rya knot,
using 3 colors, or creating a shape
-Given access to a variety of fibers that are made of different colors and textures,
students will thoughtfully use fibers to create a visually engaging tapestry
-Given teacher demonstrations, students will help other students along each step to
complete their loom and to help one another learn weaving techniques

Assessment Criteria:
-Student has a plan to pick a variety of fibers and use tabby weave and one of the
following techniques of rya knot, using 3 colors, or creating a shape
-Students thoughtfully use a variety of fibers to create a visually engaging tapestry
-Students will help other students along each step to complete their loom and to help one
another learn weaving techniques
Teaching Resources Needed to Support the Lesson:
-Computer -YouTube Video: Silk Weaving (https://youtu.be/QmqzxCcXeSA)
Art Materials Necessary for the Lesson:
-Various Fibers -Sturdy Cardboard for
-Masking Tape -Plastic Needles

looms

-Rulers

-Pencils

-Scissors

Teacher Directed Activities
Introduction: (10 Minutes)
The lesson will begin with a short YouTube
video highlighting a specific weaving
tradition in a different culture. Day 4 will
feature a video on silk weaving.
Students will answer 3 questions in their
workbooks during the presentation
1What is your biophysical reaction to this
type of tapestry? Why?
2.Tools/process of making the tapestry
3.How does this process differ from Kente
and Peruvian cloth?

Student Directed Activities
Introduction:
Students will begin the class watching a
short video highlighting a specific
weaving technique in a different culture.
By having a short clip each day featuring
different weaving techniques, students
will
get
inspiration,
deeper
understanding, and cultural appreciation
of other traditions of weaving. It will also
reengage the students in the concept of
the day

Development: (30 minutes)
Students will be using their studio time
independently. The teacher will remind
students that they will only have 4 days to
complete their weaving. Teacher will give
15-minute, 10-minute, and 5-minute warning
to keep students on track.

Development:
Students will work independently on their
woven tapestries.
Students will be
expected to work efficiently and will be
allowed to sit wherever they please within
the classroom. If groups are distracting
one another then separation will be
necessary.

Conclusion: (3 minutes)
Teacher will instruct students to put away
their supplies and clean up their area.

Conclusion:
Students will put away their supplies and
clean up their area.
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Name: Georgi Beck
DAILY PLAN
Grade Level: 9th-12th

Lesson Title: Woven Tapestry

Lesson S & S Concept Statements:
Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
-Each individual understands and interprets art differently based on their culture/world
-Art is produced based on the society it is created in; art is created with available
technology,
materials, mediums, and styles available to that society
-Artist and viewers biophysical response to each work is dependent on the time period in
which the work was created and the person’s knowledge of that time period
Daily Formal Qualities (Elements & Principles of Design):
-color -texture -pattern -variety -rhythm -harmony -contrast
Overall Lesson Objective: Given a PowerPoint on textile throughout history and past
presentation on color, students will create their own 8-inch by 6-inch tapestry using a
cardboard loom that they make and experiment with various textile materials to create a
visually engaging tapestry that uses tabby weave and at least one of the techniques of
rya knot, creating a shape, or using more than 3 colors.
Daily Objectives:
-Given demonstration on different weaving techniques, student creates plan to pick a
variety of fibers and use tabby weave and one of the following techniques of rya knot,
using 3 colors, or creating a shape
-Given access to a variety of fibers that are made of different colors and textures,
students will thoughtfully use fibers to create a visually engaging tapestry
-Given teacher demonstrations, students will help other students along each step to
complete their loom and to help one another learn weaving techniques

Assessment Criteria:
-Student has a plan to pick a variety of fibers and use tabby weave and one of the
following techniques of rya knot, using 3 colors, or creating a shape
-Students thoughtfully use a variety of fibers to create a visually engaging tapestry
-Students will help other students along each step to complete their loom and to help one
another learn weaving techniques
Teaching Resources Needed to Support the Lesson:
-Computer -YouTube Video: Navajo Rug Weaving ~ Monument Valley
(https://youtu.be/DeAlIgHhPAE)
Art Materials Necessary for the Lesson:
-Various Fibers -Sturdy Cardboard for
-Masking Tape -Plastic Needles

looms

-Rulers

-Pencils

-Scissors

Teacher Directed Activities
Introduction: (7 Minutes)
The lesson will begin with a short YouTube
video highlighting a specific weaving
tradition in a different culture. Day 5 will
feature a video on Navajo rugs. Students will
answer 3 questions in their workbooks during
the presentation
1What is your biophysical reaction to this
type of tapestry? Why?
2.Tools/process of making the tapestry
3.How are these rugs used in this culture?

Student Directed Activities
Introduction:
Students will begin the class watching a
short video highlighting a specific
weaving technique in a different culture.
By having a short clip each day featuring
different weaving techniques, students
will
get
inspiration,
deeper
understanding, and cultural appreciation
of other traditions of weaving. It will also
reengage the students in the concept of
the day

Development: (28 minutes)
Students will be using their studio time
independently. The teacher will remind
students that they will only have 4 days to
complete their weaving. Teacher will give
15-minute, 10-minute, and 5-minute warning
to keep students on track. Students will be
reminded that this is the last day to work on
their tapestry.

Development:
Students will work independently on their
woven tapestries.
Students will be
expected to work efficiently and will be
allowed to sit wherever they please within
the classroom. If groups are distracting
one another then separation will be
necessary.

Conclusion: (8 minutes)
Teacher will instruct students to put away
their supplies and clean up their area.

Conclusion:
Students will put away their supplies and
clean up their area.

Once supplies are put away the teacher will
ask questions:
1.How did it feel to work for a long period of
time on one project?
2.Did you enjoy the process of weaving?
3.Was learning the process frustrating?
4.Once you understood the techniques and
practiced them a bit, did you get faster?
5.Do you look at fiber works in a different way
now that you have a better understanding of
how it’s made?
6.How is this experience different from
2Dimensional mediums?

Students will respond to questions and
engage in discussion about their weaving
experience. By engaging in a final
discussion, the students will be able to
share their experience with others and
find a deeper understanding beyond
physically making the work. Hearing how
everyone had similar struggles and
accomplishments helps with the overall
experience.

Pull out your workbooks and pencils!
Anything marked with a star you must write down

UNIT #1
PROJECT #1

WOVEN
TA P E S T R I E S

W H Y D O E M O T I O N S M AT T E R I N
ART?
B A S E D O N W H AT E M O T I O N S W E H A V E A B O U T A P I E C E , I T
WILL INFLUENCE OUR OPINION OF IT

HUMAN EMOTION
• Happiness: activates
right frontal cortex
and left amygdala
• Sadness:
hippocampus and
amygdala

HUMAN
EMOTION

• Disgust: associated with avoidance including left amygdala and left inferior frontal cortex
• Fear: activates bilateral amygdala and left frontal cortex

HUMAN EMOTION
• Anger: activates right hippocampus,
amygdala, both sides prefrontal cortex,
and insular cortex
• Surprise: bilateral frontal gyrus and
bilateral hippocampus

BRAIN AREAS OF IMPORTANCE
• Amygdala: fight/flight (older part of brain every
animal has)
• Hippocampus: memory (older part of brain every
animal has)
• Prefrontal cortex: decisions/personality (what
makes humans different

WRITE ONE EXAMPLE IN YOUR WORKBOOK ON
HOW AN EMOTIONAL REACTION TO ART CAN
BRING ABOUT POSITIVE OR NEGATIVE CHANGE

BRAIN BREAK!
• Everyone stand up!
• Take your pen/pencil and flip it
for one rotation
• Do it in the other hand
• If your really a skilled queen do
two at once with both hands!

W H AT I S A
TA P E S T R Y ?
TA P E S T RY : a heavy handwoven reversible textile
used for hangings, curtains, and upholstery and
characterized by complicated pictorial designs (Merriam
Webster)

René Antoine Houasse (French, 1645–1710). Boreas and Orithyia from a set of scenes from
Ovid's Metamorphoses, designed ca. 1690, woven before 1730. Wool, silk, metal thread; H. 140 x W. 179 in.
(355.6 x 454.7 cm). The Metropolitan Museum of Art, New York, Gift of Francis L. Kellogg, 1977 (1977.435)

PURPOSE OF A
TAPESTRY
• Tapestries connected to
literacy
• This tapestry connected to
the book of Revelations in
the bible, talking about the
apocalypse
• What is your biophysical
response to this tapestry?

The Apocalypse Tapestry, 1377–1382

TEXTILE THEN V. N0W
• Making textiles expensive because
everything done by hand
• Making textiles from natural
materials
• Textiles materials dependent on what
materials available to them
• How are textiles made today?
• What are textiles made out of?

JUDIT JUST

C ON T EM PORARY F IBER
ART IS T
• Texture: feel, appearance,
or consistency of
something
• Are these tapestries
visually engaging?
• What does it mean to be
visually engaging?

• Create a visually dynamic tapestry
– Use of multiple types of fibers
– Use of color to create a specific biophysical response from
the viewer

WOVEN
TAPESTRY

– Biophysical Response: How the brain influences our body
and how are body’s reaction influences our thoughts,
feelings, and emotions
– Example of a biophysical response: yellow is a happy color
because it stimulates energy due to it’s brightness

• Use different fibers to create visual interest

BASE OF THE LOOM DEMO
• Materials: cardboard base, two additional cardboard
strips, scissors, ruler, pencil
• Ruler & Pencil: find the middle of your cardboard mark
every ¼ inch until you have about an inch away from the
edge
• Ruler & Pencil: find the middle on the bottom of your
loom, check that it’s EXACTLY across from the middle on
the top, mark each ¼ until you have an inch left on
either side
• Scissors: cut each pencil mark you made about ¼ deep,
try to make each cut the same length

BASE OF THE
LOOM DEMO
• Materials: two additional cardboard strips,
glue, & thread
• Glue & Strips: Glue down your strips right
along the edge of the cuts on BOTH sides of
your loom
• Thread: make a small knot at the end of your
thread and put the knot in the back of the
first tab
• Thread: start weaving! Don’t pull
too tight or too loose
• Thread: Once you’ve woven your
entire frame, cut your thread and tie
a knot!

WEAVING
VIDEOS
D AY 2 - 5

KENTE CLOTH IN AKPOKOFE, GHANA
DAY 2

1.What is your biophysical reaction to this type of tapestry? Why?
2.Tools/process of making the tapestry
3.Why do the artists weave Kente cloth? Is it to make money? To make art?
To practice tradition?

PERUVIAN WEAVING: DAY 3

1. What is your biophysical reaction to this type of tapestry? Why?
2.Tools/process of making the tapestry
3.Who learns how to weave in the Peruvian Tradition and what do they do
with their creations?

SILK WEAVING
DAY 4

1. What is your biophysical reaction to this type of tapestry? Why?
2.Tools/process of making the tapestry
3.How does this process differ from Kente and Peruvian cloth?

NAVAJO RUG
DAY 5

1.What is your biophysical reaction to this type of tapestry? Why?
2.Tools/process of making the tapestry
3.How are these rugs used in this culture?

Total______/45

Summative Woven Tapestry Rubric
0

1

2

3

Fails to meet expectations
(0 points)

Attempts expectations
(1-5 points)

Meets expectations
(6-10 points)

Exceeds expectations
(11-15 points)

Student makes a
tapestry but does not
use proper
techniques, and does
not try to
experiment with
color, fiber, or
texture
Student creates a
loom but does not
follow teacher
demonstration

Student makes a
tapestry that
experiments with the
use color, texture,
composition, and
various fiber

Student makes a
tapestry that is
visually engaging
through thoughtful
use of color, texture,
composition, and
various fibers

Student creates a
tapestry that is
Student does not
visually engaging
make a tapestry
through use of color,
texture, different
fibers, and dynamic
composition
Student follows
along with teacher
demonstration to
create base loom

Student does not
follow teacher
demonstration or
create a loom

Student follows
teacher
demonstration on
weaving techniques
and includes tabby
weave and at least
one of the following
techniques in their
tapestry: rya knot,
creating a shape,
using 3 or more
colors

Student does not
weave their tapestry

Student only uses
tabby weave in their
tapestry and does
not attempt to try an
additional technique

Student creates a
loom based on
teacher
demonstration

Student creates a
loom based on
teacher
demonstration and
helps other students
Student uses tabby
Student uses tabby
weave and includes weave in their
one of the following tapestry and uses at
additional
least one or more of
techniques: rya knot, the additional
creating a shape, or
techniques: rya knot,
using 3 or more
creating a shape, or
colors
using 3 or more
colors

Mark

Weaving Techniques
Basic-Tabby
-Tabby is the basic weave
-Go over then under, over then under, and
repeat until you reach the end

-everytime you reach one end of the
loom you don’t go the same way you
came, if you ended under you go over,
if you ended over you go under
Tassels
-Take a length of string and fold in ½ twice
-Make one per peg (try to make each one the
same length)
-slip center of folded string over first warp
string, under second, and back up to the top
(#4)
-pull string across center (#5)
-Gently pull to tighten knot (#6)
-pull tassel so it sits at the bottom of loom
-trim bottoms as needed

Rachel Denbrow Tutorial

Rya knot
-cut length as desired, Denbrow suggest 15”
-weave through two strands at desired
position
-pull center through about 2”
-grab loose ends and pull through center
-pull down gently to move to desired position
Video Tutorial Hello Chiqui
https://youtu.be/SK9fE3yDrh4
Rachel Denbrow Tutorial

How to create shapes
-Sketch your design so you can picture it,
you don’t need to go into detail just so you
can record general shapes
-start your weave and end it by tucking the
end of your weave under on the back of
your tapestry
-you can fill in the remainder shape with
desired thread by ending it where the new
color begins

How to end a color
-once you reach the end of
wherever you want the color to
end, wrap the string through to
the back of your tapestry and tuck
under other weaves. Make sure it
doesn’t show through on the
other side. The back side of a
tapestry typically looks very messy
until the end

Rachel Denbrow Tutorial
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SOME 27,000 years ago, an innovative group of hunters and gatherers were in the
habit of setting up their summer base camps near a river along the Pavlov Hills in
what is now the southeastern Czech Republic. They mixed the fine soil with water
and molded it into human and animal figurines and fired them, creating the oldest
known fired ceramics. They took the two-and-a-half-million-year-old technology of
flaking stone tools a step further by grinding them into smoothly polished pendants
and rings, the earliest known examples of ground stone technology in Europe.
And now, at a meeting here last week of the Society for American Archeology,
scientists announced that this same group, contemporaries of the earliest cave
painters of France and northern Spain, has left the oldest evidence of weaving in the
world. The site has yielded clay fragments bearing impressions of textiles or
basketry, which according to Dr. James M. Adovasio of Mercyhurst College in Erie,
Pa., and Dr. Olga Soffer of the University of Illinois at Urbana, push back the known
origin of these technologies at least 7,000 years, to 27,000 years ago. Subscriber login
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It also validates a suggestion long offered by some archeologists that the origin
of textile technology by far predates the Neolithic period of plant and animal
domestication to which it had traditionally been assigned. Archeologists tended to
believe that people did not weave until they abandoned the migratory hunting and
gathering way of life and settled into permanent agricultural villages with
domesticated plants and animals, a process that was getting under way in many
parts of the world by around 8000 B.C. and is known as the Neolithic. Once they
were sedentary, the story went, they could develop such technologies as ceramics
and weaving.
"I think this will really blow the socks off the Neolithic people because they
always think they've got the first of everything," Dr. Soffer said in an interview. "We
have this association of fabric and ceramics and ground stone technology with the
Neolithic although we've known about ceramics from these people at Pavlov for a
while, but it was written in Czech or German and it didn't make an impact."
Some scholars of the Upper Paleolithic, which in that part of the world stretches
from about 40,000 to 12,000 years ago, had predicted that textiles might have been
around at that time. "It's not very unexpected but it's very important," said Dr.
Anthony Marks, an archeologist at Southern Methodist University in Dallas.
Textile specialists, especially, were encouraged by the discovery.
"It indicates how important textile structures are," said Dr. John Peter Wild, an
archeologist at the University of Manchester in England. "You're way ahead of
metals. The only technologies you have to compare it with in sheer brilliance of
execution are stone implements. This is the organic technology that matches it."
Previously, the earliest known basketry dated to no earlier than around 13,000
years ago and the oldest piece of woven cloth was a 9,000-year-old specimen from
Cayonu in southern Turkey. The oldest known twisted fibers, which could have been
woven into basketry or textiles, were found in Israel and date to about 19,300 years
ago.
Because baskets and textiles are made of organic materials, they perish rapidly
once deposited, Dr. Adovasio said in an interview. Not surprisingly, the absence of
hard evidence for textiles in the Paleolithic molded the theories on the origins and
development of weaving technology.
The evidence presented last week consists of four small fragments of fired clay
bearing negative impressions of a textile or finely twined basket, Dr. Soffer said.
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Along with hundreds of thousands of other artifacts at the rich site, they were
excavated in 1954 by Dr. Bohuslav Klima, a Moravian archeologist. In the summer of
1990, Dr. Soffer, sorting through about 3,000 clay fragments in an effort to
categorize them stylistically, noticed four pieces, about the size of a quarter, with
markings on their concave sides.
She photographed them, with the notation "plant fibers?" and the next year
showed them to her colleague, Dr. Adovasio, who, she said, went "absolutely
ballistic."
Three radiocarbon dates of ashes at the site ranged from 24,870 to 26,980 years
ago, and Dr. Soffer said the fragments could date from anytime between. She said
she was entirely confident of the dating because there was no evidence at the site of
any human occupation at all after 24,870 years ago, so the pieces could not have
come from any other layers deposited later.
Analyzing magnified, high resolution photographs of the fragments, Dr.
Adovasio determined that two fragments bore two different weaves and two bore
indistinct parallel impressions that might be from warps, the vertical threads of a
weave. He could see the alignment of the plant fibrils in the photographs so he knew
the fibers were made of plant material, or bast, and not sinew, which can also be
woven. Among the plants that could have provided bast were the yew and alder trees
or the milkweed and nettle, the researchers said.
The archeologists did not know whether the impressions were made
intentionally or accidentally. Many of the fragments were found in ash deposits.
Analysis of all four showed that they had been fired at 600 to 800 degrees
Fahrenheit, which is consistent with a simple kiln or a bonfire, or even a dwelling
burning down, Dr. Soffer said. One possibility is that the woven item was
unintentionally pressed into wet clay near a hearth -- perhaps by walking on it -- and
subsequently fired.
Because the fragments are so small and no selvage, or defined edge, is apparent
on them, Dr. Adovasio could not determine what they came from. He said the mesh
would have been similar to that in a potato sack and might have come from a bag,
mat, clothing or a basket. While it would have been possible to make the pieces
without some sort of loom, it would have been far easier using one, he said, even if
that meant only tying one end of the warp around a tree and the other around one's
waist.
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"This demonstrates an amazing investment of energy," he said.
Dr. Elizabeth J. W. Barber, a prehistoric textile scholar at Occidental College in
Los Angeles, noted that plain, or true weave, involved passing a weft, or horizontal,
thread over one warp thread, under the next warp thread, over the next and so one.
If a nonflexible stick is woven through the warp like this, then the process can be
mechanized halfway. Raising the stick lifts up every other thread of the warp (or
whichever warp threads are required for the desired weave) and the weft thread can
be speedily pulled through. For the following pass, the position of the separated
warp threads must be reversed and that is where a heddle, which individually holds
the warp threads of the second group and attaches them to a bar, comes in.
The type of weave in the Pavlov clay fragments is "twining"; though it too can
produce a cloth, it cannot be mechanized because the parallel weft threads cross
each other. Dr. Barber said twining produced a more stable weave because the weft
threads twisted around each other and prevented sliding.
"When you see them switching from twining over to the true weave or plain
weave by around 7000 B.C., then they've figured out mechanization," she said.
"They've given up stability of weave for speed of production."
Dr. Adovasio noted that twining itself was already a relatively advanced form of
weaving technology. He suggested twining might even be as much as 40,000 years
old.
"If they're making this, then they're making cordage," said David Hyland, an
archeologist at Gannon University in Erie, Pa. Cordage, essentially plant fibers
twisted together, includes string and rope.
"And if they can make this, they can make anything in the way of a net, trap or
snare," said Dr. Adovasio, who believes that because of the scarcity of evidence,
prehistorians had underestimated the importance of woven materials in early
peoples' lives. Conversely, he said, because of their relative abundance, stone tools
have been overemphasized in archeologists' interpretations of prehistoric
economies.
"I don't buy a lot of the gender studies stuff," began Dr. Adovasio. "But mostly
men have done the analysis of Paleolithic sites and they have in their minds the
macho hunter of extinct megafauna. Guys who hunt woolly mammoths are not
supposed to be making these."
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The model of the Paleolithic men going off with spears to hunt while the women
stayed home and gathered plants around the camp may be too simple, he said.
"Maybe they killed one mammoth every 10 years and never stopped talking
about it," Dr. Soffer said.
At the Pavlov and nearby Dolni Vestonice sites, for example, Dr. Klima
unearthed far more bones of smaller animals than of mammoths. While the former
may have been hunted with spears, it is more likely that nets were used to capture
small animals like rabbits, the archeologists said.
"This tool," noted Dr. Hyland, of cloth, "represents a much greater level of
success where used for hunting than lithic tools."
Dr. Adovasio, who has been working with textiles for more than 25 years, said
he hoped the discovery would inspire archeologists to learn more about how textiles
and basketry decayed and to pay more attention to the possibility that textiles or
their impressions are preserved on sites.
One mystery is what became of the apparently advanced technologies of these
Central European hunters and gatherers after 22,000 years ago, when, as the
weather gradually turned colder, the archeological record of their presence in the
Pavlov Hills suddenly ceased.
"You've got the huge Scandinavian ice sheet coming down from the north and
glaciers coming from the Alps and you get this no-man's land and people get out of
there," Dr. Soffer said.
She suspects that some went east and some southeast. But except for a few
random fired ceramics and bits of net or cord in eastern Europe, the technologies
themselves remain silent for the next 7,000 to 10,000 years. When they resurface,
the skills the Pavlov people employed so fancifully have been converted to practical
purpose. The technique of stone grinding, instead of being used in decorative items
alone, is now applied to making hoes and axes. Fired clay turns up not in figurines
but in cooking and storage vessels.
"It had never dawned on these people that they could make a pot," Dr. Soffer
noted.
Textiles and basketry, too, anchor themselves firmly into the technological
landscape.
"It's like who invented the first flying machine? Leonardo da Vinci," Dr. Soffer
said. "But Boeing didn't start making them until this century. There has to be a social
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and economic context for new technology. If you don't have the context, then it won't
really go anywhere."
A version of this article appears in print on May 9, 1995, on Page C00001 of the National edition with the
headline: Find Suggests Weaving Preceded Settled Life.

© 2019 The New York Times Company

https://www.nytimes.com/1995/05/09/science/ﬁnd-suggests-weaving-preceded-settled-life.html

6/6

How the Brain Processes Emotions
By Heidi Moawad, MD
June 5, 2017

Teﬁ/Shutterstock

As we all know, emotions are complex. Psychologists say that we have only 6 basic emotions, which are
happiness, anger, sadness, fear, surprise, and disgust. All of our other emotions are built from the 6 basic
emotions. For example, jealousy stems from a combined feeling of anger or sadness, while satisfaction
can be a type of happiness.
When it comes to emotions, it turns out that there are regions in the brain, speciﬁcally in the limbic system, that are associated
with each of the 6 main emotions. Emotions are actually experiences that are associated with activation of certain regions in the
brain.
Emotion structures in brain

Positron Emission Tomography (PET) scanning and functional MRI studies have shown that some
emotions are more likely to be associated with diﬀerent regions of limbic system activity than other
emotions.
1. Happiness activates several areas of the brain, including the right frontal cortex, the precuneus, the left amygdala, and the left
insula. This activity involves connections between awareness (frontal cortex and insula) and the “feeling center” (amygdala) of the
brain.
2. Fear activates the bilateral amygdala, the hypothalamus and areas of the left frontal cortex. This involves some thinking
(frontal cortex), a “gut” feeling (amygdala), and a sense of urgency typically associated with survival (the hypothalamus.)
3. Sadness is associated with increased activity of the right occipital lobe, the left insula, the left thalamus the amygdala and the
hippocampus. The hippocampus is strongly linked with memory, and it makes sense that awareness of certain memories is
associated with feeling sad.

Sadness has been studied more than the other emotions because depression may last for a long time;
the eﬀects of antidepressants can be measured based on improved symptoms.
4. Disgust is an interesting feeling that is often associated with avoidance. This emotion that is associated with activation and
connections between the left amygdala, the left inferior frontal cortex, and the insular cortex.
5. Anger is an important emotion that many people, adults and children alike, try to control. Anger is associated with activation
of the right hippocampus, the amygdala, both sides of the prefrontal cortex and the insular cortex.
6. Surprise is an emotion that can either make you feel good or it can make you feel bad. Surprise activates the bilateral inferior
frontal gyrus and the bilateral hippocampus. The hippocampus is strongly associated with memory, and the element of surprise
is, by nature, associated with experiencing something that you do not remember or do not expect.

Localized disease in the brain can cause changes in emotions. Similarly, diﬀuse disease, such as that seen in conditions such as
multiple sclerosis and small vessel disease, can also induce changes in emotional status, which are often recognized clinically as
changes in a patients’ personality. How often do you see changes in a patient’s ability to process emotion as a neurological
disease progresses over time?
Additional reading

1. Alkozei A, Killgore WD. Emotional intelligence is associated with reduced insula responses to masked
angry faces. Neuroreport. 2015;26:561-5671.
2. Fusar-Poli P, Placentino A, Carletti F, et al. Functional atlas of emotional faces processing: a voxelbased meta-analysis of 105 functional magnetic resonance imaging studies. J Psychiatry Neurosci.
2009;34:418-432.
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step 1| get yourself a piece of cardboard, any size that you want. Mine is about 8 inches by 11 inches, but you can
pick a piece larger or smaller (which is the best part). Try to nd a strong cardboard, but if you don’t have a strong
piece, then you can also layer a few pieces by glueing them together.
step 2| using a ruler, nd the middle of your cardboard and then start marking off every ¼ inch (or 6mm works
too!) across the top of your piece. I like to leave at least 1 inch free of marks on both sides of the loom for stability.
step 3| using your ruler again, nd the middle of the bottom. Make sure this is exactly across from the middle of
the top. Then mark off every ¼ inch (or 6mm). Your top marks and bottom marks should align.
step 4| next cut each of your marks ¼ inch deep (or 6mm) on both top and bottom of cardboard.
You could stop here with your loom, but like I said let’s add some fanciness!

step 5| now cut two pieces of cardboard that are 1 inch tall and as wide as your cardboard loom.
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step 6| glue these two pieces to your cardboard loom just under your cut tabs. One will go at the top and one at
the bottom. These pieces will help ease tension on your cardboard tabs and also give you some weaving room,
because it creates a gap under the warp threads.

Alright you’ve got yourself a nifty little loom! To warp the loom, I simply tied my warp thread in a knot and put the
knot at the back of the rst tab on the bottom. If you have the knot at the bottom, then you can use the warp
thread loops to hang your weave from (which is de nitely helpful!).
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Once your knot is secure, then warp across the front of the loom. Bring the warp around the tab in the back of
the loom and then back across the front (see the picture). Keep warping until the end and tie your warp thread in
a single knot at the back of the loom, making sure to have the knot end on the bottom of the loom also.
Then weave away! If you need help nishing your weave and getting it off the loom, follow these steps here for
the yarn tails and bottom warp threads. Then follow these steps for the top warp loops. I also have a bunch of fun
weaving techniques listed out here, for you to try!
Are you new to weaving? Feel free to ask me questions and I’ll help as much as I can.
Happy Weaving!
Kate

For more fun, follow me here ->
Share this:
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Oh my gosh this is genius and I will certainly try this!!!
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September 14, 2016 at 9:14 pm

Fun! I would love to see what you make, you have a really beautiful site!
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NATHALIE T.
September 16, 2016 at 11:05 am

Love your blog. Thank you for inspiring so many people, like me, to weave!!

KATE
September 20, 2016 at 1:22 pm

Thank you so much for your kind words, I’m very happy to share my love of weaving and get others
hooked

IRENE
September 16, 2016 at 12:48 pm

I am a beginner weaver and just love your site and you do videos!!

KATE
September 20, 2016 at 1:23 pm

Thank you!!

CHERYL MARTIN
September 28, 2016 at 8:38 am

I love you website. You have lots of great information.
Another idea for you-I make my looms with foam core. I use straight pins top and bottom instead of cutting slits.
I cut the foam core using a cutting mat, ruler and exacto knife. I can reuse them many times.

KATE
September 28, 2016 at 9:38 am

That is a great idea! I’ve never thought of using foam core and pins, thanks for sharing

SPOOKELLA
November 1, 2016 at 10:58 am

I love your idea, however, do you mean 1 cm NOT 1mm? It seems awfully close to be correct.

KATE
November 1, 2016 at 2:50 pm

Thanks for pointing this out! You’re right my conversion is way off, it should be about 0.6cm or 6mm.
Yikes! I updated the post

LYNN
January 20, 2017 at 2:18 pm
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Terri ed photos & friendly instructions for someone (me) about to make a rst cardboard loom! How can I go
wrong!

LYNN
January 20, 2017 at 2:20 pm

Not “terri ed ” but TERRIFIC! Sorry about the typo!

KATE
January 22, 2017 at 12:54 pm

Thanks & no worries on the typo, it happens to us all
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Legendary Rock Climber Alex Honnold Gets Put Into an MRI, and the Results Are Surprising

MOST POPULAR

Does Theranos Mark the Peak
of the Silicon Valley Bubble?

The Smaller the Theater, the
Faster the Music

B I OLO GY

What Time Feels Like When
You’re Improvising

N E URO SC I E NCE

The Strange Brain of the World’s
Greatest Solo Climber
BY J.B. MACKINNON
PHOTOGRAPHY BY JIMMY CHIN
AUGUST 11, 2016

ADD A CO M M EN T

A

FAC E BOO K

T WI T TER

E M AI L

S HAR I NG

lex Honnold has his own verb. “To honnold”—usually written as “honnolding”—is to stand in some high, precarious
place with your back to the wall, looking straight into the abyss. To face fear, literally.

The verb was inspired by photographs of Honnold in precisely that position on Thank God Ledge, located 1,800 feet off the deck in
Yosemite National Park. Honnold side-shuffled across this narrow sill of stone, heels to the wall, toes touching the void, when, in
2008, he became the first rock climber ever to scale the sheer granite face of Half Dome alone and without a rope. Had he lost his
balance, he would have fallen for 10 long seconds to his death on the ground far below. One. Two. Three. Four. Five. Six. Seven. Eight.
Nine. Ten.
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Honnold is history’s greatest ever climber in the free solo style, meaning he ascends without a rope or protective equipment of any
kind. Above about 50 feet, any fall would likely be lethal, which means that, on epic days of soloing, he might spend 12 or more hours
in the Death Zone. On the hardest parts of some climbing routes, his fingers will have no more contact with the rock than most
people have with the touchscreens of their phones, while his toes press down on edges as thin as sticks of gum. Just watching a
video of Honnold climbing will trigger some degree of vertigo, heart palpitations, or nausea in most people, and that’s if they can
watch them at all. Even Honnold has said that his palms sweat when he watches himself on film.
All of this has made Honnold the most famous climber in the world. He has appeared on the cover of National Geographic, on 60
Minutes, in commercials for Citibank and BMW, and in a trove of viral videos. He might insist that he feels fear (he describes standing
on Thank God Ledge as “surprisingly scary”), but he has become a paramount symbol of fearlessness.
He also inspires no shortage of peanut-gallery commentary that something is wrong with his wiring. In 2014, he gave a presentation
at Explorers Hall, at the National Geographic Society headquarters in Washington, D.C. The audience was there to hear from
climbing photographer Jimmy Chin and veteran explorer Mark Synnott, but above all they had gathered to gasp at tales about
Honnold.

ALSO IN NEUROSCIENCE

Where Uniqueness Lies
By Gary Marcus
If you dropped a dozen human toddlers on a beautiful Polynesian island with shelter and enough to eat, but
no computers, no cell phones, and no metal tools, would they grow up to be like humans we recognize or
like...READ MORE
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Synnott got the biggest response from a story set in Oman, where the team had traveled by sailboat to visit the remote mountains
of the Musandam Peninsula, which reaches like a skeletal hand into the mouth of the Persian Gulf. Coming upon an isolated village,
they went ashore to mix with the locals. “At a certain point,” Synnott said, “these guys start yelling and they’re pointing up at the cliff.
And we’re like, ‘What’s going on?’ And of course I’m thinking, ‘Well, I’m pretty sure I know.’ ”
Up came the photograph for the gasp from the crowd. There was Honnold, the same casual dude who was sitting on stage in a grey
hoodie and khakis, now looking like a toy as he scaled a huge, bone-colored wall behind the town. (“The rock quality wasn’t the best,”
Honnold said later.) He was alone and without a rope. Synnott summed up the villagers’ reaction: “Basically, they think Alex is a
witch.”
When the Explorers Hall presentation concluded, the adventurers sat down to autograph posters. Three lines formed. In one of
them, a neurobiologist waited to share a few words with Synnott about the part of the brain that triggers fear. The concerned
scientist leaned in close, shot a glance toward Honnold, and said, “That kid’s amygdala isn’t firing.”

NO BIG DEAL: Technician James Purl and neuroscientist Jane E. Joseph put Honnold into an MRI
tube to measure his brain’s fear levels. After looking at gruesome and arousing images inside, he

©2016 NGC Network International, LLC
and NGC Network US, LLC

commented, “I was like, whatever.”

O

nce upon a time, Honnold tells me, he would have been afraid—his word, not mine—to have psychologists and
scientists looking at his brain, probing his behavior, surveying his personality. “I’ve always preferred not to look inside
the sausage,” he says. “Like, if it works, it works. Why ask questions about it? But now I feel like I’ve sort of stepped past

that.”

And so, on this morning in March, 2016, he is laid out, sausage-roll style, inside a large, white tube at the Medical University of South
Carolina, in Charleston. The tube is a functional magnetic resonance imaging (fMRI) brain scanner, essentially a huge magnet, which
http://nautil.us/issue/39/sport/the-strange-brain-of-the-worlds-greatest-solo-climber
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detects activity in the brain’s different regions by tracing blood flows.
Months earlier, I had approached Honnold about taking a look at his much admired, much maligned brain. “I feel totally normal,
whatever that means,” he said. “It’d be interesting to see what the science says.”

The cognitive neuroscientist who volunteered to carry out the scan is Jane Joseph, who in 2005 was one of the first people to
perform fMRIs on high sensation seekers—people who are drawn to intense experiences and are willing to take risks to have them.
Psychologists have studied sensation seeking for decades because it often leads to out-of-control behaviors such as drug and
alcohol addiction, unsafe sex, and problem gambling. In Honnold, Joseph saw the possibility of a more remarkable typology: the
super sensation seeker, who pursues experiences at the outer limits of danger, yet is able to tightly regulate the mind and body’s
responses to them. She is also simply in awe of what Honnold can do. She had tried to watch videos of him climbing ropeless, but
being a low sensation seeker herself, found them overwhelming.
“I’m excited to see what his brain looks like,” she says, sitting in the control room behind leaded glass as the scan begins. “Then we’ll
just check what his amygdala is doing, to see: Does he really have no fear?”
Often referred to as the brain’s fear center, the amygdala is more precisely the center of a threat response and interpretation
system. It receives information on a straight pathway from our senses, which allows us to, for example, step back from an
unexpected precipice without a moment’s conscious thought, and triggers a roster of other bodily responses familiar to almost
everyone: racing heartbeat, sweaty palms, tunnel vision, loss of appetite. Meanwhile, the amygdala sends information up the line for
higher processing in the cortical structures of the brain, where it may be translated into the conscious emotion we call fear.
An initial anatomical scan of Honnold’s brain appears on MRI technician James Purl’s computer. “Can you go down to his amygdala?
We have to know,” says Joseph. Medical literature includes cases of people with rare congenital conditions, such as Urbach-Wiethe
disease, which damage and degrade the amygdala. While these people generally don’t experience fear, they also tend to show other
bizarre symptoms, such as a total lack of concern for personal space. One individual was comfortable standing nose-to-nose with
others while making direct eye contact.
Purl scrolls down, down, through the Rorschach topography of Honnold’s brain, until, with the suddenness of a photo bomb, a pair
of almond-shaped nodes materialize out of the morass. “He has one!” says Joseph, and Purl laughs. Whatever else explains how
Honnold can climb ropeless into the Death Zone, it isn’t because there’s an empty space where his amygdala should be. At a glance,
Joseph says, the apparatus seems perfectly healthy.
Inside the tube, Honnold is looking at a series of about 200 images that flick past at the speed of channel surfing. The photographs
are meant to disturb or excite. “At least in non-Alex people, these would evoke a strong response in the amygdala,” says Joseph. “I
can’t bear to look at some of them, to be honest.” The selection includes corpses with their facial features bloodily reorganized; a
toilet choked with feces; a woman shaving herself, Brazilian style; and two invigorating mountain-climbing scenes.
“Maybe his amygdala is not firing—he’s having no internal reactions to these stimuli,” says Joseph. “But it could be the case that he
has such a well-honed regulatory system that he can say, ‘OK, I’m feeling all this stuff, my amygdala is going off,’ but his frontal cortex
http://nautil.us/issue/39/sport/the-strange-brain-of-the-worlds-greatest-solo-climber
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is just so powerful that it can calm him down.”

ABSENCE OF FEAR: Scans compare Honnold’s brain (left) with a control subject’s (right), a rock

Jane Joseph

climber of a similar age. Crosshairs mark the amygdala, a group of nuclei involved in generating fear.
As both climbers look at the same arousing images, the control subject’s amygdala glows, while
Honnold’s remains inert, showing no activity whatsoever.

There is also a more existential question. “Why does he do this?” she says. “He knows it’s life-threatening—I’m sure people tell him
every day. So there may be some kind of really strong reward, like the thrill of it is very rewarding.”
To find out, Honnold is now running through a second experiment, the “reward task,” in the scanner. He can win or lose small
amounts of money (the most he can win is $22) depending on how quickly he clicks a button when signaled. “It’s a task that we know
activates the reward circuitry very strongly in the rest of us,” Joseph says.
In this case, she’s looking most closely at another brain apparatus, the nucleus accumbens, located not far from the amygdala (which
is also at play in the reward circuitry) near the top of the brainstem. It is one of the principal processors of dopamine, a
neurotransmitter that arouses desire and pleasure. High sensation seekers, Joseph explains, may require more stimulation than
other people to get a dopamine hit.
After about half an hour, Honnold emerges from the scanner looking sleepily doe-eyed. Raised in Sacramento, California, he has a
refreshingly frank manner of speaking, and an oddly contradictory demeanor that might be described as intensely laid back—his
nickname is No Big Deal, which is his assessment of almost every experience he undergoes. Like most expert climbers, he is leanly
muscled, more like a fitness buff than a body builder. The exceptions are his fingers, which permanently look as though they’ve just
been slammed in a car door, and his forearms, which bring to mind Popeye.
“Looking at all those images—does that count as being under stress?” he asks Joseph.
“Those images that you saw are used pretty widely in the field for inducing fairly strong arousal responses,” Joseph replies.
“Because, I can’t say for sure, but I was like, whatever,” he says. The photographs, even the “gruesome burning children and stuff”
struck him as dated and jaded. “It’s like looking through a curio museum.”
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month later, having studied Honnold’s scans, Joseph is on a patchy conference call to Shanghai, China, where Honnold is en route to

A

climb, with ropes, the underbelly of the stalactite-spangled Great Arch of Getu. Unusually for Honnold, his voice
betrays tiredness and even stress. A few days earlier, near Index, Washington, he had climbed an easy route to set up
ropes for his girlfriend’s parents. As his girlfriend, Sanni McCandless, lowered him back to the ground, he suddenly

dropped the final 10 feet to land in a jumble on the rocks below—the rope wasn’t long enough to get him to the ground, and the
end had slipped through McCandless’ hands. “It was kind of just a botch,” he says. He suffered compression fractures in two
vertebrae. It was the most serious accident of his rock climbing life, and it came while he was tied into a rope.
“What do all the brain pictures mean?” Honnold asks, looking at the brightly colored fMRI images that Joseph has sent him. “Is my
brain intact?”
“Your brain’s intact,” says Joseph. “And it’s quite interesting.”
Even to the untrained eye, the reason for her interest is clear. Joseph had used a control subject—a high-sensation-seeking male
rock climber of similar age to Honnold—for comparison. Like Honnold, the control subject had described the scanner tasks as
utterly unstimulating. Yet in the fMRI images of the two men’s responses to the high-arousal photographs, with brain activity
indicated in electric purple, the control subject’s amygdala might as well be a neon sign. Honnold’s is gray. He shows zero activation.
Flip to the scans for the monetary reward task: Once again, the control subject’s amygdala and several other brain structures “look
like a Christmas tree lit up,” Joseph says. In Honnold’s brain, the only activity is in the regions that process visual input, confirming
only that he had been awake and looking at the screen. The rest of his brain is in lifeless black and white.
“There’s just not much going on in my brain,” Honnold muses. “It just doesn’t do anything.”
To see if she was somehow missing something, Joseph had tried dialing down the statistical threshold. She finally found a single
voxel—the smallest volume of brain matter sampled by the scanner—that had lit up in the amygdala. By that point, though, real data
was indistinguishable from error. “Nowhere, at a decent threshold, was there amygdala activation,” she says.
Could the same be happening as Honnold climbs ropeless into situations that would cause almost any other person to melt down in
terror? Yes, says Joseph—in fact, that’s exactly what she thinks is going on. Where there is no activation, she says, there probably is
no threat response. Honnold really does have an extraordinary brain, and he really could be feeling no fear up there. None at all.
None whatsoever.
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A WARNING SIGN: Joseph was surprised by some of the results of Honnold’s personality survey. Despite his extraordinary calm and focus while climbing, he showed a higher level of urgency and
disinhibition than the average sensation seeker, suggesting he has a risky impulsivity.

H

onnold has always rejected the idea that he is fearless. To the wider world, he is known as a figure of preternatural calm
as he hangs by his fingertips on the fine line between life and death. No one was watching, though, more than a decade
ago, when he was 19 years old, standing at the base of his first major ropeless rock climb: Corrugation Corner, near

Lake Tahoe, California. On the arcane grade scale climbers use to describe a route’s difficulty, Corrugation Corner is a 5.7—more
than 15 points easier than Honnold’s maximum skill level at the time. Still, the line is 300 feet high. “You’d fall and die,” Honnold says.

In order to free solo the route, he first had to have the desire to do so. “I think that the unique thing isn’t my ability to solo, I think
the unique thing is really wanting to,” Honnold says. His heroes were ropeless climbers like Peter Croft and John Bachar, who had set
new standards in the style in the 1980s and ’90s. (Honnold was also intensely shy, which made it difficult for him to find partners for
roped climbing.) He saw their photographs in climbing magazines and knew—he just knew—that he wanted to put himself in those
same kinds of positions: wildly exposed, potentially deadly, totally under control.
He is, in other words, the classic high sensation seeker. On the same day he climbed into the MRI tube, Honnold also answered
several surveys used by psychologists to measure the degree of a person’s sensation seeking. He was asked to agree or disagree with
http://nautil.us/issue/39/sport/the-strange-brain-of-the-worlds-greatest-solo-climber
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statements such as, I would enjoy the sensation of skiing very fast down a high mountain slope (“I frickin’ love skiing fast downhill,”
he says); I would enjoy parachute jumping (“I learned how to skydive”); and I like to explore a strange city or section of town myself,
even if it means getting lost (“That’s everyday life for me”). He once filled out a similar questionnaire at an outdoors industry show,
in which the question about whether he would ever consider rock climbing was illustrated by a photo of: Alex Honnold.

Yet Honnold ended up scared, really scared, on Corrugation Corner. He clung to the big, friendly holds. “I overgripped the shit out of
it,” he says. Obviously, though, he didn’t give up after that first experience. Instead, Honnold donned what he called “mental armor”
and crossed the threshold of fear again and again. “For every hard pitch I’ve soloed I’ve probably soloed a hundred easy pitches,” he
says.
One by one, acts that had seemed outrageous to him began to seem not so crazy: soloing moves in which he hangs only by his
fingers, for example, with his feet swinging in the open air, or, as he did in June on a notorious route called The Complete Scream,
climbing ropeless up a pitch that he had never ascended before. In 12 years of free solos, Honnold has broken holds, had his feet slip,
gotten off-route into unknown terrain, been surprised by animals like birds and ants, or just suffered “that fraying at the edges, you
know, where you’ve just been up in the void too long.” But because he managed to deal with these problems, he gradually dampened
his anxieties about them.
To Marie Monfils, who heads the Monfils Fear Memory Lab at the University of Texas at Austin, Honnold’s process sounds like an
almost textbook, if obviously extreme, approach to dealing with fear. Until recently, Monfils says, most psychologists believed that
memories—including fear memories—became “consolidated,” or unchangeable, soon after they were acquired. In just the past 16
years, that understanding has shifted. Research has shown that every time we recall a memory, it undergoes reconsolidation,
meaning we are able to add new information or a different interpretation to our remembrance, even turning fearful memories into
fearless ones.
Honnold keeps a detailed climbing journal, in which he revisits his climbs and makes note of what he can do better. For his most
challenging solos, he also puts a lot of time into preparation: rehearsing the moves and, later, picturing each movement in perfect
execution. To get ready for one 1,200-foot-high ascent at the cutting edge of free soloing, he even visualized everything that could
possibly go wrong—including “losing it,” falling off, and bleeding out on the rock below—to come to terms with those possibilities
before he left the ground. Honnold completed that climb, known as Moonlight Buttress, in Utah’s Zion National Park, about 13 years
after he started climbing, and four years after he started soloing.
Revisiting memories to cast them in a new light, Monfils says, is almost certainly something that we do all the time without being
aware of it. But doing so actively, as Honnold did, is better—“a beautiful example of reconsolidation.”
Visualization—which we might think of as pre-consolidation, whereby a person pictures a future event rather than a past one—
functions in much the same way. “To review move after move, you’d expect that he did consolidate his motor memory and as a
result probably had an increased sense of competence,” Monfils says. Feelings of competence, in turn, have been shown to reduce
anxiety, which helps to explain why, for example, people who are fearful of public speaking (as Honnold used to be, by the way) feel
less anxious about it as they do it more often and develop their skills.
http://nautil.us/issue/39/sport/the-strange-brain-of-the-worlds-greatest-solo-climber
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“It’s better over time if you can put yourself in a situation where you experience some fear, but you overcome it, and you do it again
and again and again,” Monfils says. “It’s hard, and it’s a big investment, but it becomes easier.”
The amygdala, again, plays a key role. Monfils offers an example from her own life. She has a genuine phobia of snakes. One day,
canoeing with friends at the edge of a lake, she spotted a water moccasin, which is a venomous species, hanging on a branch.
Monfils started screaming, paddled frantically to the middle of the lake, and avoided outdoor adventures for a year afterward. Then,
on a hike, she ran into another snake and freaked out again. This time, she applied her expertise to the problem. She made efforts to
lie down and recall the episode in calm and logical terms. She reconsolidated her scary memory into something more useful. Just
one week later, she suppressed her fear, mustered her courage, and got out on the trails again.
“The amygdala probably activates a split second before you explicitly remember, ‘ah, this is where I saw the snake,’ ” she says. “So
you feel your hands being sweaty and you feel this flood of emotions. And it requires this explicit engagement on your part to
involve your prefrontal cortex and say, ‘the snake is not here now, in fact the snake didn’t do anything when it was there, it just
happened to be there.’ And then progressively what this does is that your prefrontal cortex quenches this amygdala-on-fire. It puts
the information in its appropriate context to say, ‘there’s no need to be afraid here, you can just walk on the path.’ ”

ON EDGE: In 2008, “as a matter of pride,” Honnold walked across Thank God Ledge, while free-climbing Half Dome in Yosemite. Later, he wrote, “Walking face-out across Thank God Ledge is
surprisingly scary.”

W

ithout going back in time to scan Honnold’s brain before he started down his own path as a free soloist, there is no way
to know how much nature and how much nurture went into his fearlessness. But a few possibilities seem safe to rule
out.

Joseph LeDoux, a neuroscientist at New York University who has been studying the brain’s response to threats since the 1980s, tells
me he has never heard of any person being born with a normal amygdala—as Honnold’s appears to be—that shows no sign of
http://nautil.us/issue/39/sport/the-strange-brain-of-the-worlds-greatest-solo-climber
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activation. Addressing a possibility raised by Honnold that a person could burn out his amygdala from overstimulation, LeDoux says,
“I don’t think that could happen.” Still, when I describe Honnold’s total absence of amygdala activation during the scan tasks,
LeDoux’s response is, “That sounds pretty impressive.”
There is genetic variability between individuals in all parts of the brain, LeDoux says, so it’s a fair bet that Honnold’s threat-response
circuitry started out on the cool end of the spectrum—which would explain why his younger self saw a powerful appeal, rather than
lethal danger, in the photographs of his ropeless climbing heroes. At least as important as the brain that Honnold was born with,
however, is the one that he has wired for himself through thousands of hours of risk-taking. “His brain is probably predisposed to be
less reactive to threats that other people would be naturally responsive to, simply because of the choices he’s made,” LeDoux says.
“On top of that, these self-imposed strategies that he’s using make that even better, or stronger.”
Genetics has a clearer role in the personality traits that have helped motivate Honnold’s ropeless climbing. Sensation seeking is
thought to be partly heritable, and can be passed down from parents to their children. The trait is associated with lower anxiety and
a blunted response to potentially dangerous situations. One result can be a tendency to underestimate risks, which a recent study
linked to an imbalance caused by low amygdala reactivity and less effective inhibition of sensation seeking by the prefrontal cortex.

Joseph’s own research doesn’t look at individual cases (she considers her scan of Honnold an “observation”), but she has noted
“greatly diminished” amygdala responsiveness among some cohorts of high sensation seekers—and Honnold is a very high
sensation seeker. Compared against the data pool collected by Joseph’s lab, Honnold is twice as sensation-seeking as the average
person, and fully 20 percent higher than the average high sensation seeker. The most likely explanation for his flatline amygdala
activation in the scanner, Joseph says, is that the tasks she set for him simply were not strong enough tea.
Honnold also scores as exceedingly conscientious, associated with the ability to concentrate, remain focused on a task, and see
things through. He also surveyed high in premeditation, his typical modus operandi, and very low in neuroticism, making him unlikely
to ruminate over unlikely outcomes or risks that are impossible to manage. “If you don’t have any fear to begin with,” Honnold says,
“there’s a lot less to control.”
“He has the traits that enable him to be incredibly focused, and incredibly patient, but at the same time totally sensation seeking,”
Joseph says. A single example is a long way from proving a theory, but a guy who free solos into the Death Zone, and yet goes by the
nickname No Big Deal, is compelling evidence of Joseph’s super-sensation-seeker hypothesis when it comes to Honnold.
“The idea of the super sensation seeker—who is defined by having this really strong motivation to pursue these kinds of positive and
thrilling experiences, but at the same time having the control and the regulation—is important. I think it could teach us a lot about
potentially treating substance-abuse disorder, anxiety disorders, and coming up with strategies that people can use,” she says.
“Potentially just talking with Alex, you could envision a new kind of intervention.”
For example, many high sensation seekers’ problematic behaviors involve intense experiences that can be pursued impulsively and
without obvious immediate consequences, such as binge drinking or drug use. (Honnold has always avoided alcohol and drugs, and
doesn’t drink coffee.) Joseph wonders if that energy could be redirected into high-arousal activities—such as rock climbing, but with
protective gear—that by their nature involve constraint, premeditation, and specific goals, reinforcing different life patterns.
http://nautil.us/issue/39/sport/the-strange-brain-of-the-worlds-greatest-solo-climber
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At the very least, it might be possible for any one of us to work a little bit of Honnold’s magic. You may not have the traits of a super
sensation seeker, or be able to quench your amygdala on command, but with conscious effort and gradual, repeated exposure to
what you fear, any one of us might muster courage that we didn’t know we had.
Honnold’s personal challenge is different, with higher stakes. As remarkably well wired as he is—or has made himself to be—there
are risk factors in the mix.
When I ask Honnold to describe the ideal free-solo psychological experience, he says, “You get into positions where you’re like, this
is so outrageous, you know? Like, this is so amazing. That’s the whole point, really—to be up in some position that makes you feel
like a total hero.”
Yet he also tells me that easier, day-to-day soloing (the kind that most rock climbers would still consider to be an extreme activity)
has lost some of its novelty, and even life-list solos sometimes leave him underwhelmed. “I didn’t find it as fulfilling as I’d hoped,”
Honnold has written about an all-day solo link-up of three difficult routes. “People might expect these kinds of climbing
achievements to generate euphoria, but in fact I seem to experience the opposite.”
The total lack of activation throughout most of Honnold’s brain during the reward task is a good fit with the hypothesis that
sensation seekers need powerful stimuli in order to ramp up the dopamine circuitry that makes an experience feel rewarding,
Joseph says. One result can be the endless pursuit of strong sensations, which in the case of substance abuse and gambling,
contributes to addiction and dependency.
Honnold could, in that sense, be “addicted to climbing,” Joseph says, and the hunger for sensation could push him ever closer to his
limits as a free soloist. At the same time, a defining quality of his ropeless climbing has been the conscientiousness and
premeditation that he brings to it. The greatest risk for Honnold, Joseph says, may lie in the tension between those opposing
compulsions.
Joseph had expected Honnold to survey low in impulsivity traits, such as urgency and disinhibition, associated with rash decisions
and actions taken without much thought to the consequences, particularly when a person is feeling down. In fact, he scored on the
high end. This helps explain what might be called, using Honnold’s own terminology, his “fuck it” ascents, in which composure gives
way to depression and angst, and planning to, well, impulsivity.
Here’s one: While “emotionally unhinged,” as he put it, by a faltering relationship in 2010, he soloed a 1,000-foot wall in the Nevada
desert that he had climbed with a rope only once before, several years earlier. Honnold considers that climb an example of how he
has learned to harness both positive and negative moods to achieve his goals. Obviously, it worked out fine—he is still around to tell
the tale. But when I ask Joseph if she has any warning to offer Honnold based on the scan and survey results, she replies, “Don’t let
the impulsivity win out over the conscientiousness.”
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SOLO: Honnold says he began climbing solo because he was “too shy to go up to strangers at a crag and ask if they’d like to rope up with me.” Here in Oman, on the Arabian Peninsula, he “deep-water
solos,” climbing that usually ends with a drop into the water below.

T

he next time I catch up with Honnold, he’s climbing with his girlfriend in Europe. I want to know if his new awareness of
his atypical brain has affected his sense of self. No, he says, the discovery that his amygdala sleeps in his brain like an
old dog in an Irish pub has not changed the way he climbs, nor shaken his sense of identity. That isn’t to say that it

hasn’t given him pause for reflection.
On a recent rest day from climbing, he says, he and McCandless decided to try a “via ferrata” near Lauterbrunnen, Switzerland. A via
ferrata is a kind of climbing route with artificial holds: rungs, pegs, ladders, and bridges are attached to the rock, while the climber is
protected by a harness connected to a fixed cable. Honnold, of course, didn’t bother with the harness.
“But then at a certain point, I was like, actually, this is kind of hardcore. Like I actually needed to pay attention,” he says. The via
ferrata, it turned out, climbed across a sheer rock wall on a series of rebar rungs set 3,000 feet off the valley floor. They were high in
the mountains, the weather threatened, McCandless was near tears, and after recent rains, water was streaking down the limestone
face and dripping on the hand holds, the foot holds, and their heads.
“I definitely thought about how I process fear,” Honnold says. What he realized was that, in this case at least, he didn’t. He had been
in similar situations so many times that it had become normal. There was nothing to process; there was only who he had become.
“This is not scary,” he said to himself, “because this is what I do.”

J.B. MacKinnon writes on the environment, outdoors, consumerism, and other topics. His most recent book is The Once and Future
World: Nature As It Was, As It Is, As It Could Be.
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Essay
The Industrial Revolution played a major role in transforming the production
and consumption of textiles in nineteenth-century Europe. The importance of
the textile industries to the development of the factory system cannot be
overestimated. Many of the major inventions of this period applied directly or
indirectly to the textile industries, from the spinning jenny (invented by James
Hargreaves in 1764), which automated the preparation of weft threads for the
loom, to the steam engine (perfected by James Watt in 1775), which was applied to
the power loom. The end result was that both plain and patterned textiles could
be produced more quickly and cheaply, making mass-produced fabrics for dress
and furnishings available to a large portion of society. While consumers
benefited from a greater variety of goods at lower costs, textile workers often
suffered as the factories replaced many skilled weavers with unskilled workers at
lower wages. France continued to be the leading source for luxury dress and
furnishing silks during the nineteenth century, as it had been throughout the
eighteenth century, while England’s technical prowess enabled the country to
excel at mass production for the middle-market consumer.
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Technical Advances of the Early Nineteenth Century
In 1785, an English clergyman named Edmund Cartwright patented the first
power loom. It would be several decades before power looms were used in large
numbers, but by the 1830s two people could operate four looms simultaneously.
Although initially power looms were capable of weaving only plain, unpatterned
textiles, power was eventually applied to the manufacture of all types of fabrics.
Roller printing was first developed in England in the 1780s and was in general use
by the first decade of the nineteenth century. Roller printing was based on
copperplate printing technology , and employed a revolving engraved metal
cylinder to print cloth continuously, greatly speeding production capacity. One
roller printing machine could print as much yardage as twenty hand-block
printers ( 26.238.9a–f ; 29.88 ). The early machines could print only one color, but
designs were often enhanced with additional colors added by block printing. By
1860, roller printing machines could print up to eight colors simultaneously and
toward the end of the nineteenth century textiles with more than twenty colors
were produced.
Woodblock printing was the earliest form of textile printing and continued well
into the nineteenth century, despite the fact that copper-roller printing was
faster. This was due to the fact that the rollers were limited as to the size of
pattern they could produce, therefore high-quality hand-block and copperplate
prints still had the advantage of being able to provide a large-scale design of the
type preferable for household furnishing textiles. Block printing was not
completely replaced by the roller until the second half of the century ( 16.28 ).
A French inventor, Joseph Marie Jacquard (1752–1834), introduced a mechanism
for aiding the creation of woven patterned textiles in 1801. The so-called Jacquard
mechanism eventually replaced the drawloom system of pattern control, which
involved a lengthy set-up every time a new pattern was woven; it increased the
speed with which woven designs could be set up on a loom, and allowed the
creation of complex weave structures previously impractical with the drawloom.
This enabled the creation of technical masterpieces in the form of pictures
resembling prints on paper ( 31.124 ). The Jacquard mechanism also eliminated the
need for the drawboy, the weaver’s assistant who pulled the pattern cords in a
https://www.metmuseum.org/toah/hd/txtn/hd_txtn.htm
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conventional drawloom, therefore effectively cutting in half the workforce
required for weaving complex patterned textiles. The eventual application of
power to the loom in the weaving of both plain and patterned textiles accelerated
production, but each innovation increased pressure on the workers who
processed the raw materials into thread. French weavers in the silk-producing
center of Lyon, as well as elsewhere in Europe, were forced to take repeated wage
cuts and experienced a reduction in social status by the end of the century.
The Jacquard mechanism was adapted to lacemaking machines as well, making
possible the creation of pictorial patterned machine laces, where previously only
simple nets could be made . Handmade lace continued to be produced in small
quantities and at great expense to cater to the luxury market and specialist
collectors, but machine lace dominated the market during the nineteenth
century ( 43.37.1 ; 64.229.2 ).
Impact of the International Exhibitions
London’s Great Exhibition of 1851, often referred to as the Crystal Palace
Exhibition after the glass and iron structure in which it was housed, was the first
in a succession of international trade exhibitions that provided manufacturers
with venues to display tour-de-force technical and artistic achievements to the
public. Textile designers took full advantage of these opportunities to display
new designs and techniques ( 65.91.2 ). The innovations of the Industrial
Revolution created the means to produce more goods than were required by
consumers, therefore new markets were eagerly sought and new consumers
seduced into believing that they needed mass-produced decorative items.
Conspicuous consumption was soon no longer the sole province of the upper
classes. Continuing technical improvements, combined with the popularity of
historical revival styles in home furnishings, produced some spectacular textiles
for both dress and furnishings. This applied to all types of textiles, from
inexpensive printed cottons to finely woven silks ( 36.90.816 ; 2001.174 ).
Textile dyeing technology changed dramatically with the discovery of aniline
dyes—the first completely synthetic dyes—by Englishman W. H. Perkin, in 1856.
Prior to Perkin’s discovery, all textile dyes were derived from natural sources—
plants, insects, and minerals. The first aniline dye was a manmade re-creation of
https://www.metmuseum.org/toah/hd/txtn/hd_txtn.htm

3/7

4/30/2019

Nineteenth-Century European Textile Production | Essay | Heilbrunn Timeline of Art History | The Metropolitan Museum of Art

the coloring agent in madder root, which produced numerous shades of red. A
variety of aniline dye–colored fabrics were shown at the 1862 London
International Exhibition—the textiles were displayed next to the sticky black coal
tar waste from which the dyes were derived.
Competition between French and English textile manufacturers and designers
was fueled by the international exhibitions. France responded to the success of
the 1851 exhibition by organizing its own in 1855. It remained the leader in
costume and interior fashions, while the English sought to capture a larger share
of the luxury goods market. French textile designers were traditionally better
trained and earned more money than their counterparts elsewhere in Europe;
French studios existed which specialized in designs for export. The Victoria and
Albert Museum was founded in 1852 as a repository for art objects intended to
serve as inspiration to the design community in addition to serving the public at
large. Three French museums, the Musée Historique des Tissus in Lyon, Musée
des Arts Décoratifs in Paris, and Musée de l’Impression sur Étoffes in Mulhouse
(in the cotton-printing center of Alsace) were all founded between 1856 and 1863
with goals similar to those of the Victoria and Albert Museum.
Reform Movements of the Nineteenth Century
Each international exhibition brought an unprecedented number of products
together in one venue, and many critics found the results less than pleasing.
Design quality was perceived to have suffered in the translation from concept to
mass production. One positive effect was that many English architects concerned
with the reform of design became interested in the decorative arts in general,
textile design included. The use of architectural forms and motifs previously
found only in furniture was characteristic of textiles designed in the various
revival styles of the nineteenth century. This borrowing of motifs was one of the
most frequently criticized characteristics of mid-nineteenth-century textile
design. Nevertheless, many high-quality revival-style textiles were produced,
and were extremely popular with consumers in Europe and the United States.
The Neo-Renaissance style was most popular in France, while the Gothic Revival
found its strongest expression in England ( 48.55.4 ; 63.55.2 ). Design reformers
found fault with the application of three-dimensional forms to a two-dimensional
medium. Versatile English designers such as Owen Jones (1809–1874), who was
https://www.metmuseum.org/toah/hd/txtn/hd_txtn.htm
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trained as an architect, and Christopher Dresser (1834–1904), who originally
trained as a botanist, advocated geometrically based, repeating patterns for flat
textiles ( 2000.46 ; 1984.469 ).
In 1861, Morris, Marshall, Faulkner & Co. was founded by William Morris (1834–
1896) and seven other colleagues, all artists and designers dedicated to the Gothic
Revival style. (The company was reorganized as Morris & Company in 1875.) The
original group included Ford Madox Brown (1820–1893) and Dante Gabriel
Rossetti (1828–1882), leading painters of the Pre-Raphaelite movement . Partially
in response to the emphasis on technical prowess displayed by the wares
exhibited at the Great Exhibition of 1851, artists of the English Arts and Crafts
movement attempted to turn back the clock to a time when artists and
craftspeople were more intimately involved in the production of decorative
wares. The textiles of Morris & Company represent some of the best-known
products of the Arts and Crafts period. Morris himself was particularly
interested in historic textiles, and he often consulted the collection in the
Victoria and Albert Museum. He also became dedicated to reviving the craft of
using naturally derived fabric dyes. The new aniline dyes had quickly replaced
natural dyes, as mechanical printing had replaced hand-block and copperplate
printing, and Morris attempted to reverse this trend. He revived the art of block
printing and refined discharge printing ( 23.163.5 ; 23.163.10 ), along with creating
pictorial tapestries that had fallen out of fashion. The company began producing
their own printed textile designs in 1868 and woven textiles in 1876. Many of
Morris & Company’s most popular designs were produced over many decades,
some until the firm closed in 1940 ( 23.163.15 ).
Printing was the technique favored by late nineteenth-century textile artists due
to the ease of translating a concept to a finished product. As mechanical printing
techniques continued to improve, the range of fabrics that could be successfully
printed increased, and textured fabrics such as cotton velveteen became popular
furnishing fabric in the later decades of the century ( 1990.155 ). The work of
William Morris and other English designers of the Arts and Crafts era was
particularly important to the development of the Art Nouveau style, which
spanned the passage of the nineteenth century to the twentieth ( 2000.48 ).
https://www.metmuseum.org/toah/hd/txtn/hd_txtn.htm
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The world’s oldest woven garment, called the Tarkhan Dress, probably fell past the knees originally. At 5,100 to 5,500 years old, it
AC C E P T
dates to the dawn of the kingdom of Egypt.
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There’s vintage, and then there’s vintage.
New tests show that a linen dress found in an Egyptian tomb dates back more than 5,000 years, making it
the oldest woven garment yet found. Beautifully stitched and pleated, it signals the complexity and wealth of
the ancient society that produced it.
The garment, known as the Tarkhan dress, is a find of surpassing rarity. Few pieces of early clothing, which
was made from plant fibres or animal skins, escaped disintegration. Textiles recovered from archaeological
sites are generally no older than 2,000 years, says Alice Stevenson, curator of London’s Petrie Museum of
Egyptian Archaeology and an author of a study in the journal Antiquity about the dress’s age.
A handful of garments of similar age have survived to the present day, but those were simply wrapped or
draped around the body. The Tarkhan dress, on the other hand, is ancient haute couture. With its tailored
sleeves, V-neck, and narrow pleats, it would look perfectly at home in a modern department store.
Such fine detail could only have been turned out by a specialist craftsperson. And such people arise only in a
prosperous and hierarchical society, such as the ancient Egypt of 5,000 years ago, a time when the kingdom
was first united under a single ruler.
Creases at the elbows and armpits also hint that someone once wore the dress; it wasn’t just ceremonial.
The woollen trousers are another record-setter: the world’s oldest known trousers. They were found in the grave of a nomadic
herdsman buried 3,000 or so years ago in what is now western China, and may have been invented for horseback riding.
PHOTO BY GERMAN ARCHAEOLOGICAL INSTITUTE (DAI)

After spending five millennia in an Egyptian tomb, the dress was sent to the Petrie by archaeologists in the
early 1900s. But it was entwined in a bundle of filthy rags and overlooked. Not until conservation experts
sorted through the bundle in 1977 did they stumble across the garment. It looks like a tattered shirt, but
similar attire from a few centuries later is floor-length, and it’s likely the Tarkhan garment was originally
longer, Stevenson says.
Only the upper crust could’ve afforded such a dress. Tombstones of roughly the same age as the dress depict
people wearing similar robes, says Jana Jones of Australia’s Macquarie University, adding that the
hieroglyph for “dress” features on lists of items taken to the afterlife, along with food and cosmetics.
“I am delighted to read that the Tarkhan Dress has been securely radiocarbon dated and that science has
We use first and third party cookies to improve our service, personalize your advertising and remember your website preference. If
restored it to its rightful place as the earliest woven garment,” Jones says via email.
you continue to browse, you accept the use of cookies on our site. For more information (e.g. on how to disable cookies) visit our
cookie policy
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Spray Paint Portraits

Grade Level: 9th-12th

Lesson S & S Concept Statements:
-Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
- Art is produced based on the society it is created in; art is created with available
technology, materials, mediums, and styles available to that society
- Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
-line -form -color -emphasis -contrast -balance -harmony -shape -space -variety
Overall Lesson Objective: Given a PowerPoint Presentation on Portraits, students will
a create a 8½” by 11” portrait using spray paint of someone who is important to them,
this portrait will include at least 3 layers that create a dark, middle, and light shade, and
student can clearly describe the mood they created by choosing a specific color palette.
Daily Objectives:
-Students will choose a person to create a portrait of, this person must be someone
important to them and fill out proposal sheet that identifies the person, why they chose
that person, what colors they plan on using, and how they will create a specific mood
-Student uses Photoshop Demonstration to create a 8 ½ by 11 base on which they create
their 3 layers using pencils and colored pencils

Assessment Criteria:
-Student fills out proposal sheet that identifies the person they chose, why they chose
them, what colors they plan on using, and what mood they plan on creating and turns it
in by the end of class
-Student follows Photoshop Demonstration to create 8 ½ by 11 base sheet and creates
a plan for 3 layers using pencils and colored pencils
Teaching Resources Needed to Support the Lesson:.
-Computer -Projector -PowerPoint Presentation -at least 2 examples -Proposal Sheet
-Photoshop Handout -YouTube Demonstration:(https://youtu.be/289C6uf0KiE)
Artists: -Van Gogh (Self-Portrait) -Rembrandt (Self-Portrait) -Shepard Fairey (Hope)
-Andy Warhol (Marilyn Monroe Series)
Art Materials Necessary for the Lesson:
Computer -Printer -Pencils -Erasers -Outdoor Space -Spray Paint in various colors -rocks
-Tarps -Masking Tape -Glossy Paper (8 ½ x 11 sheets) -X-Acto -Photoshop -colored
pencils -Poster board (9 x 12 ½ sheets) -ventilator masks

Teacher Directed Activities
Introduction: (18 minutes)
Teacher will begin with the PowerPoint
Presentation.
Students will answer questions throughout
the presentation:
1.What is a portrait?
2.What are key features of portraits?
3.How do artist makes choices to create
specific moods using color?
4.How is your response to the portrait
dependent on artistic choices?
5.How can an artist use a portrait to make a
statement about a specific person?
Development: (22 minutes)
Teacher will have short demonstration on
how to bring an image into photoshop
document and make it into a printable 8 ½ by
11-inch sheet. Students will watch a video
created by the teacher and listen to verbal
instructions that go along with it. This should
take about 3 minutes and a repeat of
instructions will be given in a handout.

Student Directed Activities
Introduction:
Students will engage in PowerPoint
Presentation discussion.
Students will be able to clearly identify
base features of portraits and build into
more meaningful interpretations based
on color and pose of the portrait.
Students will build on previous
knowledge of color and use base
knowledge to make more meaningful
interpretations. Students will take notes
on key ideas that the teacher will
highlight in the presentation. These
points will be highlighted with a black
star.
Development:
Students will take notes during the
demonstration on photoshop. They are
also allowed to follow along with handout.

Students will be instructed to fill out their
proposal sheet before they begin working on
their project. This proposal sheet includes:
1.who they plan on making in their portrait
2.why they chose that person
3.what colors they plan on using
4.why they chose the colors they plan on
using and what mood they intend to create

Students will fill out proposal sheet and
turn it in to teacher before they can
continue to the next step.

Once the student fills out the proposal sheet,
they will find an image to use as their
reference. They will need an instruction
sheet on how to bring their image into a new
document on photoshop and make it a full
size 8 ½ by 11 inch sheet.
Conclusion: (3 minutes):
Teacher will instruct students to return
materials to designated areas and clean up
their work space.

Student will work on creating their 8 ½ by
11 image base. They will print it out 3
copies and decide what colors they want
their 3 layers to be

Conclusion:
Students will return materials and clean
up their work space.
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Spray Paint Portraits

Grade Level: 9th-12th

Lesson S & S Concept Statements:
-Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
- Art is produced based on the society it is created in; art is created with available
technology, materials, mediums, and styles available to that society
- Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
-line -form -color -emphasis -contrast -balance -harmony -shape -space -variety
Overall Lesson Objective: Given a PowerPoint Presentation on Portraits, students will
a create a 8½” by 11” portrait using spray paint of someone who is important to them,
this portrait will include at least 3 layers that create a dark, middle, and light shade, and
student can clearly describe the mood they created by choosing a specific color palette.
Daily Objectives:
-Students will create stencils using x-acto knives, poster board, and pencils from base
printed images they made during the previous session
-Students will tape up 2 glossy paper bases for spray painting during the following
sessions, creating a clean border of ½ on all sides

Assessment Criteria:
-Student creates 3 stencils using x-acto knives, poster board, and pencils from base
printed images they made during the previous session
-Student will get 2 glossy paper bases with ½ inch border for spray painting during the
next session, and will write their name on both
Teaching Resources Needed to Support the Lesson:
-Computer -Projector -Example of stencils -Example of prepared glossy papers
-YouTube Video Khaleesi Stencil Art (https://youtu.be/sUhvDgtZQ9o)
Art Materials Necessary for the Lesson: -Computer -Printer -Pencils -Erasers Outdoor Space -Spray Paint in various colors -rocks
-Tarps -Masking Tape -Glossy Paper (8 ½ x 11 sheets) -X-Acto -Photoshop -colored
pencils -Poster board (9 x 12 ½ sheets) -ventilator masks

Teacher Directed Activities
Introduction: (5 Minutes)
Teacher will begin the lesson with short 3
minute video of a multi-layer stencil of
Khaleesi from Game of Thrones. This will
get students a base of understanding to cut
their layers as well as inspiration for the
single session they have to cut out their
layers. Students will answer daily questions
in their notebook
1.How did this artist create depth?
2.What was the artist technique that he use
while he spray painted his layers?

Student Directed Activities
Introduction:
Students will watch Youtube Video and
get ideas of how the final process of the
stencils will go. This will help them to
envision what their stencils will look like
as they create them.

Teacher will give a strict x-acto blade policy,
stating that it is a tool, not a toy or a weapon.
If they misuse their tool, they will have it
taken away and will have to use scissors.
Teacher will outline proper use of the knife.
Development: (33 minutes)
Teacher will instruct students to work
independently on their layers and prep
glossy sheets. Students will be reminded
that they have two days to prepare their
stencils as they will be spray painting them
the following day. Students will get a 20
minute, 15 minute, 10 minute, and 5 minute
marker.

Development:
Students will work independently on their
stencils. Students will have 20 minute,
15 minute, 10 minute, and 5 minute
reminders for completion.

Conclusion: (5 Minutes)
Teacher will instruct students to put away
their materials and clean up their area.
Students need to pay special attention to
possibly sweeping the floor from stencil
remains.

Conclusion:
Students will clean up their area and put
away their materials. Students will need
to check the floor thoroughly for stencil
remains.
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Spray Paint Portraits

Grade Level: 9th-12th

Lesson S & S Concept Statements:
-Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
- Art is produced based on the society it is created in; art is created with available
technology, materials, mediums, and styles available to that society
- Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
-line -form -color -emphasis -contrast -balance -harmony -shape -space -variety
Overall Lesson Objective: Given a PowerPoint Presentation on Portraits, students will
a create a 8½” by 11” portrait using spray paint of someone who is important to them,
this portrait will include at least 3 layers that create a dark, middle, and light shade, and
student can clearly describe the mood they created by choosing a specific color palette.
Daily Objectives:
-Students will create stencils using x-acto knives, poster board, and pencils from base
printed images they made during the previous session
-Students will tape up 2 glossy paper bases for spray painting during the following
sessions, creating a clean border of ½ on all sides

Assessment Criteria:
-Student creates 3 stencils using x-acto knives, poster board, and pencils from base
printed images they made during the previous session
-Student will get 2 glossy paper bases with ½ inch border for spray painting during the
next session, and will write their name on both
Teaching Resources Needed to Support the Lesson:
-Computer -Projector -Example of stencils -Example of prepared glossy papers
Art Materials Necessary for the Lesson: -Computer -Printer -Pencils -Erasers Outdoor Space -Spray Paint in various colors -rocks
-Tarps -Masking Tape -Glossy Paper (8 ½ x 11 sheets) -X-Acto -Photoshop -colored
pencils -Poster board (9 x 12 ½ sheets) -ventilator masks

Teacher Directed Activities
Introduction:
This will get students a base of
understanding to cut their layers as well as
inspiration for the single session they have to
cut out their layers. Students will answer
daily questions in their notebook
1.How does this artist use layers in his work?
2.What medium does the artist use? How
does the artist describe it?

Student Directed Activities
Introduction:
Students will watch Youtube Video and
get ideas of how the final process of the
stencils will go. This will help them to
envision what their stencils will look like
as they create them.

Development: (38 minutes)
Teacher will instruct students to work
independently on their layers and prep
glossy sheets. Students will be reminded
that they have two days to prepare their
stencils as they will be spray painting them
the following day. Students will get a 20
minute, 15 minute, 10 minute, and 5 minute
marker.

Development:
Students will work independently on their
stencils. Students will have 20 minute,
15 minute, 10 minute, and 5 minute
reminders for completion.

At the 15 minute marker, the teacher will
have a quick demo on how to prepare the
glossy sheet that has a ½ inch border on all
sides.

Students will watch quick demo on how
to prep their glossy sheets.

Students will be asked to get 2 glossy sheets
and put on a ½ inch border with masking
tape

Students will get 2 prepped glossy sheets
and write their name on the back. They
will put their prepared sheets with their
other materials.
Conclusion:
Students will clean up their area and put
away their materials. Students will need
to check the floor thoroughly for stencil
remains.

Conclusion: (5 Minutes)
Teacher will instruct students to put away
their materials and clean up their area.
Students need to pay special attention to
possibly sweeping the floor from stencil
remains.
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Spray Paint Portraits

Grade Level: 9th-12th

Lesson S & S Concept Statements:
-Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
- Art is produced based on the society it is created in; art is created with available
technology, materials, mediums, and styles available to that society
- Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
-line -form -color -emphasis -contrast -balance -harmony -shape -space -variety
Overall Lesson Objective: Given a PowerPoint Presentation on Portraits, students will
a create a 8½” by 11” portrait using spray paint of someone who is important to them,
this portrait will include at least 3 layers that create a dark, middle, and light shade, and
student can clearly describe the mood they created by choosing a specific color palette.
Daily Objectives:
-Student will create a 9 ½ by 12 inch portrait of a person that has 3 layers and creates
a specific mood
-Student will follow proper safety procedures while spray painting outdoors including
using ventilator masks, spraying at a safe distance, spraying on the tarp, and assisting
others as needed

Assessment Criteria:
-Student created a 9 ½ by 12 inch portrait that has 3 layers and a specific mood
-Student will follow safety procedures and assist others as needed

Teaching Resources Needed to Support the Lesson:
-Open Space outside
Art Materials Necessary for the Lesson: Computer -Printer -Pencils -Erasers -Outdoor
Space -Spray Paint in various colors -rocks
-Tarps -Masking Tape -Glossy Paper (8 ½ x 11 sheets) -X-Acto -Photoshop -colored
pencils -Poster board (9 x 12 ½ sheets) -ventilator masks

Teacher Directed Activities
Introduction: (15 Minutes)
Students will gather materials and take their
work outside. Teacher will have prepped
outdoor space with tarps, spray paint,
ventilator sheets, and rocks to make stencils
flat or will have students help carry down
equipment and set up. Extra time is set
aside for getting out of the building.

Student Directed Activities
Introduction:
Student brings all 3 stencils out and
preps their space for spray painting
properly.

Development: (20 Minutes)
Teacher will give a short safety demo for
spray painting. Students will be instructed to
make sure they have ventilator masks, are
far enough away when they paint, and use
proper techniques to create the cleanest
layers.

Development:
Students will spray paint their portraits.
As students finish, they will assist other
students. Students who do not follow
safety precautions will not be allowed to
continue.

Students will independently work on their
projects
Teacher will assist students in finishing their
portraits. Teacher will instruct students to
put their finished portraits in a designated
space and direct students who finish early to
help other students. This would work best by
making small student groups that assist one
another and rotate as they finish.

Students will work in groups to complete
their portraits.

Conclusion: (10 minutes)
Students will be instructed how to clean up
their work space properly and put their
portraits into a designated location

Conclusion:
Students will clean up their area and
return materials and finished portraits to
designated locations

Pull out your workbooks and pencils!
Anything marked with a star you must write down

SPRAY PAINT PORTRAITS
Unit #1
Project #2

What are these?
Portraits!

PORTRAIT
• Portrait: a painting, photograph, or
drawing of a person
• Are portraits supposed to be
realistic?
• NO: a portrait can be
representative of a person
• Van Gogh’s self-portrait isn’t as
realistic as Rembrandt’s self-portrait
• Portraits can be representative,
highlighting key features that
identify that person

• What is included in a portrait?
• What is important in a portrait?

PURPOSE OF PORTRAITS
• Document important people to the artist
• Make a broader statement
Who is this?
How do you know who this is?
Is this portrait realistic?
What is your biophysical reaction to this
portrait?
• What mood is the artist creating?
•
•
•
•

Barack Obama, (2008) Shepard Fairey, Hand finished collage, stencil
and acrylic on paper
National Portrait Gallery, Smithsonian Institute

• Who is this?
• What is your biophysical reaction to these portraits?
• How does the artist change the mood with color?

Marilyn Monroe 1967, (1967), Andy Warhol,
silkscreen painting

• How are these
portraits similar?
• How are the colors
indicative(sign or
indication of) of
the personality of
the portrait?
• How does the artist
break down the
portrait into layers?
• Does the artist
break down the
portrait into
shapes?

WRITE 3 THINGS
THAT ARE
IMPORTANT IN
PORTRAITS IN YOUR
WORKBOOK!

SPRAY PAINT PORTRAIT
ASSIGNMENT
• You will choose someone to create a portrait of
• Must choose colors to create a specific mood/message, or biophysical
reaction from the viewer
• You will print out a picture of your chosen person and break down the face
into at least 3 layers (dark, median, light)
• Show me evidence of brainstorming/research in your workbook
• Person can be ANYONE that you find important, you will fill out a proposal
sheet to be approved by the teacher by the end of this class

EXAMPLE-KENDRICK LAMAR

DEMO VIDEO

DAY 2-DAY 4
Featured artists

KHALEESI PORTRAIT- DAY2

1.How did this artist create depth?
2.What was the artist technique that he use while he spray
painted his layers?

DUSTIN YELLIN-DAY 3

1.How does this artist use layers in his work?
2.What medium does the artist use? How does the artist
describe it?

Name: ________________________________________

Spray Paint Portrait Proposal Sheet
Person who you would like to create a portrait of:

Why this person is important to you:

What colors you plan on using in your portrait:

Reason for color choices:

Name: ________________________________________

Spray Paint Portrait Proposal Sheet
Person who you would like to create a portrait of:

Why this person is important to you:

What colors you plan on using in your portrait:

Reason for color choices:

Summative Spray Paint Portrait Rubric

Total________/100

0

1

2

3

4

does not complete

Fails to meet

Attempts

Meets expectations

Exceeds expectations

(0 points)

expectations

expectations

(11-15 points)

(16-20 points)

(1-5 points

(6-10 points)

Student creates
an 8 ½” by 11”
portrait using
spray paint with
proper procedure
and technique
with their groups

Student does not
complete portrait
in spray paint

Student completes
portrait but does
not use proper
technique and
procedures to
ensure safety or
does not assist
group

Student completes
portrait but has a
few flaws from
not following
proper procedure
or not working
effectively in their
groups

Student completes
portrait with spray
paint and proper
procedure

Student completes
portrait with spray
paint using proper
procedure and
technique with their
group

Portrait has at
least 3 layers that
include a light,
median, and dark
shade

Portrait does not
have any layers

Portrait has less
than 3 layers and
does not include a
light, median, and
dark shade

Portrait has 3
shade layers that
do not include a
light, median, and
dark shade

Portrait has 3 layers
that include a light,
median, and dark
shade

Portrait has 3 well
planned color layers
that are a light,
median, and dark
shade

Student chooses a
person that is
important to
them for their
portrait and can
clearly describe
why they are
important to
them and why
they chose a
specific color
palette

Portrait does not
depict a person

Portrait depicts a
person, but student
did not pick a
person that is
important to them

Portrait depicts a
person that is
important to them,
but student cannot
clearly identify
why that person is
important to them

Student chooses a
person that is
important to them and
can clearly identify
why that person is
important to them but
cannot connect their
color palette to the
person

Student chooses a
person that is
important to them and
can clearly explain
why they chose to
create their portrait
with the specific color
palette

Mark

Student follows
teacher
demonstration on
Photoshop to
create 3 layers
and plans out
colors using 3
printouts,
workbook, and
colored pencils

Student does not
follow photoshop
demonstration or
plans their 3
layers

Student preps 2
glossy paper
bases with ½
border on all
sides for their
final portraits

Student does not
prep glossy papers

Student misses
two of the
following:
following
photoshop
demonstration,
print 3 copies, use
workbook and
colored pencils to
plan the colors of
each layer
Student does not
take care in
prepping glossy
sheets and does
not include a
border

Student misses
one of the
following:
following
photoshop
demonstration,
print 3 copies, use
workbook and
colored pencils to
plan the colors of
each layer
Student takes
some care in
prepping glossy
sheets but has a
sloppy border

Student follows
photoshop
demonstration, prints
3 copies, and uses
workbook and colored
pencils to plan the
colors of each layer
but does not make
intentional and
thoughtful decisions
in the process
Student preps 2 glossy
sheets but does not
create big enough
border on all sides of
the sheets

Student follows
photoshop
demonstration, prints
3 copies, and uses
workbook and colored
pencils to plan the
colors of each layer
with thoughtful and
intentional decisions
Student preps 2 glossy
sheets and creates a
clean ½ border on all
sides
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telling your color story
color branding / becca shew / January 18, 2018 / branding, color, creativity
“How do you create your color palettes?” I’ve been asked that quite a few times over the years. Sometimes the process feels intuitive,
but that’s only because after years of creating color families some things become second nature.
There are some basic rules to follow when getting started. Using the basic rules as a structure, there is then a certain amount of
freedom to explore color combinations. This is the point where, yes, I rely a little on intuition. This is also the fun part. Telling a color
story.
First, we should ask why color is so important. Well, color can strongly affect your brand recognition–reportedly increasing it as much as
80%. It’s also been stated that up to 60% of people decide if they like a message based on color. So color is very important, and which
colors are chosen can be important.

Knowing a bit of color psychology is helpful when getting started with designing a color family. In general it’s easier designing when
there are some rules, and color associations provide those rules. For example, green is the color of nature. It symbolizes growth,
freshness, serenity, and healing. Blue is perceived as trustworthy, loyal, dependable, and serene. It’s also the color of the sky and water.
Because of this, you will often see these two colors used together in branding for environmental related organizations, especially for
those that deal with both land and water or land and air. Orange typically brings feelings of energy, creativity, warmth, enthusiasm,
and stimulation. It is also often paired with blue, especially when communicating a clean energy message. Orange, yellow, and red are
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also known to stimulate the appetite, which is often why you see these colors in food packaging and in restaurants. Some color
associations are best not to ignore or play with unless you have a solid strategy behind it.

Making color choices requires some deeper knowledge about the organization or
business and their current audience. Or the audience they would like to reach.

Deciding which shade of blue and which shade of green and how they interact—that’s where the creativity and the fun take place.
Making these choices requires some deeper knowledge about the organization or business and their current audience. Or the audience
they would like to reach. An older, more traditional audience might not be as attracted to a vibrant lime green as a younger audience
might. If the organization is very innovative, a brighter blue might be more appropriate. Throwing in an unexpected color is another way
an innovative company could visually express part of their message. The degree to which brand colors depart from rules depends a lot
on the comfort level of the organization and the audience they are trying to reach.

Another rule that guides my color choices when developing brand colors is sticking to 2-3 main colors. These are used in the logo, and a
handful of secondary colors are added as necessary. Sometimes secondary colors are needed as background colors or ways of defining
different areas of a website. Sometimes they can help soften a logo with intense colors when it’s needed. Logos should be simple,
clean, and easily reproduced at any size. They should also have the ability to be reproduced in grayscale or one color. Keeping the
number of colors to a minimum works hand in hand with this. It can also keep production costs reasonable. No one wants to sign off on
a logo that looks beautiful in full color, only to find out they can’t afford to have it embroidered on their company shirts. Or that it
doesn’t work well printed in one color. For this reason when I’m creating color palettes I’m always thinking ahead to how the colors will
be reproduced.
Designing color families is one of my favorite parts of this job. It can be a wonderfully collaborate process with clients. It’s a chance to
not only see how colors interact with each other, but to see how they can add to or change a message. Often they can transform a
design. “How do you create your color palettes?” A few rules, and years of experience.

becca shew

Becca Shew is a graphic designer living in Bellingham, Washington.
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Why Gra ti Is An Important Art Form
Made by the people, for the people.

No, it's not hanging in a museum with a fancy little sign depicting the artist, year it was made,
materials, and why it is significant, but graffiti is art. Plain and simple. Merriam Webster defines art as
"the conscious use of skill and creative imagination especially in the production of aesthetic objects".
There's a reason why we call people who do graffiti, "graffiti artists" and not "graffitists"; I mean come
on that just sounds wrong. They are artists in every aspect of their art.

Graffiti is not conventional art by any means, but it is a creative way to express a certain demographic's
opinions, lives, or subject matter. Picasso did this with cubism, Van Gogh showed how even people with
mental illnesses can do art (and can do it quite well--shout out to the favorite artist), and graffiti artists
express their emotions through their artwork on the streets. It's not glorified artwork, but neither was
Van Gogh's work during his lifetime.
Even if there is obscene language or gang signs in their work, so be it. There are tons of nude paintings
or hidden treasures in famous paintings. It's a part of life, part of a culture. Not something that can be
denied or swept under the rug. I mean if you think a gang sign on the side of a highway is bad, go look
at the famous painting, "The Kiss" by Gustav Klimt. Found it? Good. Take a good look at it. Welcome
back. Scholars believe that this painting actually depicts the man about to sexually assault the woman.
That painting is worth 135 million dollars. But, this article isn't about bashing other art, but that was
just a fun art fact.
Graffiti is here to illuminate a lifestyle and culture that is otherwise taboo in our society, the
underground society. This could be gangs, homeless people, or others cast aside by their communities.
Graffiti is used to communicate using symbols, words, or even pictures to others about that area or just
a simple way for someone to express their talents in a welcoming way. You can't expect graffiti to be
perfect by any means, but that's how art is in a sense. Not everyone gets art or a certain artist's work
and that's totally okay. Same goes for the entirety of graffiti; it should not be overlooked because it is an
art form.
Okay, the last fact: go look up "Fountain" by Marcel Duchamp. Notice how it literally is a urinal, with
some writing on it. Duchamp signed his alias and the year. Graffiti style. One of the eight replicas of
this work sold for 1.7 million dollars. Graffiti is art and anyone denying that simply cannot see art for
what it was truly designed for: the people.

Like Odyssey on Facebook

To My Family When I Come Home
I'm kind of an adult now, so I'm going to need you to be patient with me.

About nine months ago, you left me in front of my dorm, tears in both of our eyes, all by myself.
As my first year away from you comes to a close, I'm getting ready to return to the nest. And I can guess
you're either feeling really excited to have your baby back, or you are wishing the semester would last a
little longer. But whether you're ready or not, I'm coming home.
It's been quieter around the house. You haven't had to drive to games, activities, appointments, and
events for me. One less person to clean for, one less person to cook for, and one less person to feel
responsible for. It's OK to admit that you've enjoyed it.

Connect with a generation
of new voices.

22 Kick Ass Country Songs For Your 2019 Summer Playlist
Because it's not truly summer without a few go-to good country songs.

I don't know about you, but I am a big country music fan. I mean four different Spotify playlists with
over 900 different songs, name a country song for every letter of the alphabet kind of fan (you might
think I'm kidding, but no, I really can name a country song for every letter. Try me). And better than
that, my favorite season is coming up: Summer.
One of my favorite things about summer is, you guessed it, freedom. The kind of freedom where you
roll your windows down and blare music with your friends, probably swim in a lake or on a beach
somewhere and eat ice-cream. The kind of picture perfect movie montage set to some cool music that
makes you just wish you could be there too.
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DAILY PLAN
Lesson Title: Significant People Group Mural

Name: Georgi Beck
Grade Level: 9th to 12th Grade

Lesson S & S Concept Statements:
- Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
Color, variety, movement, rhythm, repetition, form, line, value, space, proportion,
emphasis, balance
Overall Lesson Objective: Given a PowerPoint Presentation on historical and
contemporary examples of murals, students will work in groups of 4-5 to create design of
people that are important to each member of the group, uses color to create depth, and
tells a bigger story/message, students will create a mural using canvas squares in a grid
design and display the mural in a public space in the school
Daily Objectives:
-Given examples of murals from handout selection, students will work with a partner to
research and answer questions about that mural and share with the class
-Students will work in small groups of 4-5 students and brainstorm an overall mural
design that includes people that are important to every member of the group
-Given pencils and paper, students will design a mural that depicts people that are
important to every member of the group, uses color to create depth, and creates a bigger
message that tells a story about the depicted people
Assessment Criteria:
-Students work with a partner to research a mural example from the handouts and share
with class
-Students work in small groups of 4-5 and brainstorm ideas for the people to include in
their mural and work respectfully with one another
-Students design a mural that depicts important people, uses color to create depth, and
creates a bigger message that tells a story about the depicted people
Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation -Computer -Projector -Whiteboard Artists: Partner Mural
Research: Banksy, Maya Hayuk, Keith Haring, Mosque of Heart, Eduardo Kobra, Okuda
San Miguel, Owen Dippe, Shepard Fairey, Ajanta Cave, Microbo, Raphael, Bunnie
Reiss, 1010, Max Sansing, Maya Hayuk
Art Materials Necessary for the Lesson: -acrylic paint -brushes -cups for water -pencils
-workbooks -paper -12” by 12” canvas paper (4 sheets per person)

Teacher Directed Activities
Introduction: (6 minutes)
The teacher will begin with a PowerPoint
Presentation that talks about the purpose of
public murals. Students will be taking notes
on key concepts and vocabulary throughout
the presentation.
Development: (36 minutes)
For the first 10 minutes, students will work in
pairs to research a specific mural from a
selection made by the teacher. Each pair will
get one mural from a range of locations and
historical time points. After 10 minutes,
students will share their findings with the
class and each pair will be expected to give:
1.Brief overview and theme of the mural
2.What message they think the artist is trying
to convey to the public
3.Any important questions/ideas
Students will then engage in class
brainstorm for people who are important to
the student population. This should take
about 10 minutes. The teacher will guide
students to think about people who have
changed society/culture through their work.
People discussed should include a range of
people including role models, leaders,
creators, and other people close to their
community.
After the brainstorm, students will get into
groups of 4-5 students. Students will use
their workbooks to sketch ideas. A possible
random draw is also possible if students
aren’t comfortable making their own groups
or incapable of making productive groups.
These groups will use the class brainstorm
as a jumping off point to choose a person or
persons that are important to them. The
students will be encouraged to consider
color, inclusion of symbols, and creation of
depth in their work.
Conclusion: (2 minutes)
A few students will share their ideas and
possible mural plan with the class. Teacher
will instruct students to put away materials.

Student Directed Activities
Introduction:
Students will follow along the PowerPoint
with their workbooks taking notes on key
concepts and vocabulary. Students will
also engage in discussion relating to the
artwork in the presentation.
Development:
Students will work in pairs to complete
mural worksheets.
Students will
complete these in 10 minutes and will
share their findings with the class.

Students will engage in the class
brainstorming session and think of
people important to them. This should
include people in their community,
people who have changed society, and
people who inspire them.

Students will get into groups of 4-5
students. Students will use workbooks to
sketch ideas and further brainstorm.
Conclusion: (2 Minutes)
A few students will share their ideas and
possible mural plan with the class.
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DAILY PLAN
Lesson Title: Significant People Group Mural

Name: Georgi Beck
Grade Level: 9th to 12th Grade

Lesson S & S Concept Statements:
- Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
Color, variety, movement, rhythm, repetition, form, line, value, space, proportion,
emphasis, balance
Overall Lesson Objective: Given a PowerPoint Presentation on historical and
contemporary examples of murals, students will work in groups of 4-5 to decide overall
design and message, break up the 4’ by 4’ or 5’ by 5’ mural into 12” squares to be painted
by individual students, and put it back together in a designated space to be seen by the
school population.
Daily Objectives:
-Students will work in their groups to finalize an overall design for their mural
-Students engage in a mini-critique to help students improve their final mural design
-Given pencils and paper, students will design a mural that depicts people that are
important to every member of the group, uses color to create depth, and creates a bigger
message that tells a story about the depicted people

Assessment Criteria:
-Students work productively in their groups to finalize an overall design for their mural
-Students engage in mini-critique in a positive way to help other students improve their
mural design
-Students design a mural that depicts important people, uses color to create depth, and
creates a bigger message that tells a story about the depicted people
Teaching Resources Needed to Support the Lesson:
-Computer -PowerPoint Presentation
Art Materials Necessary for the Lesson:
-acrylic paint -brushes -cups for water -pencils -workbooks -paper
-12” by 12” canvas paper (4 sheets per person)

Teacher Directed Activities
Introduction: (8 minutes)
Teacher will begin the lesson with a short
PowerPoint Presentation that overviews the
goals and concepts of the mural. This
overview will include
•Key concepts from other lessons that have
provided that skills to make a successful
design
•Encouragement for completing a largescale project
•Overview of the process of breaking up one
mural design into a manageable pieces by
using a grid
Development: (34 minutes)
For the first 15 minutes will get back into their
groups to work on their mural designs.

Student Directed Activities
Introduction: (8 minutes)
Students will listen to the presentation
and take notes in their workbook as
necessary.

Development: (34 minutes)
Students will get back into their groups to
work on their mural designs

After the first 15 minutes, students will come
together as a class again for a mini-critique.
Students will lay out their mural designs in
one space and students will have 1 minute to
look at each one. Before critique begins the
teacher will discuss what critique means to
the students and hand out a critique
guideline handout. Students will discuss
positive versus negative ways to engage in
critique. Students will be reminded that the
purpose of a critique is to help improve or
note strengths in a piece.
Students will spend the rest of time in
critique. Students will be encouraged to
have their workbook to make notes of what
might need to be changed during the next
studio time.
Conclusion: (2 minutes)
Teacher will instruct students to put away
their materials and clean up their area.
Students will be reminded that their final
designs will be put on a public space in the
school

Conclusion: (2 minutes)
Students put away materials and clean
up their area.
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DAILY PLAN
Lesson Title: Significant People Group Mural

Name: Georgi Beck
Grade Level: 9th to 12th Grade

Lesson S & S Concept Statements:
- Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
Color, variety, movement, rhythm, repetition, form, line, value, space, proportion,
emphasis, balance
Overall Lesson Objective: Given a PowerPoint Presentation on historical and
contemporary examples of murals, students will work in groups of 4-5 to decide overall
design and message, break up the 4’ by 4’ or 5’ by 5’ mural into 12” squares to be painted
by individual students, and put it back together in a designated space to be seen by the
school population.
Daily Objectives:
-Given a demonstration on how to apply a grid to transfer their small design onto larger
canvas sheets, students will finalize their mural design and apply the grid onto their final
sketches
-Given a demonstration on color mixing for acrylic paint and proper use of the paint on
the canvas squares, students thoughtfully and properly use acrylic paint in their mural
Assessment Criteria:
-Students finalize mural designs, apply grid to their mural design sketch, and transfer
onto the larger canvas square
-Students follow color mixing demonstration and proper use of paint on the canvas
squares, and begin painting once they finalize their mural design
-Students get canvas squares and number them off according to their grid
Teaching Resources Needed to Support the Lesson:
-Color Mixing/Paint Handout -Grid Handout
-Youtube Video Lisa King: (https://www.youtube.com/watch?v=PfuWSpXGxto)
Art Materials Necessary for the Lesson:
-acrylic paint -brushes -cups for water -pencils -workbooks -paper -12” by 12” canvas paper (4 sheets per person)

Teacher Directed Activities
Introduction: (5 minutes)
Lisa King Video: Students will answer daily
questions about featured artists
1.Why does the artist create murals?
2.What is her mural style influenced by?
3.What is her advice about making
mistakes?

Student Directed Activities
Introduction:
Students answer questions about
featured artist in their workbook

Development: (28 minutes)
Teacher gives demonstration on applying
grid to final mural design. Teacher will also
give a demonstration on mixing acrylic paint
and proper use and care of materials.
Teacher will also go through proper clean-up
procedures for paint and do a walk-through
of where all materials are kept on an open
table. This way students can access as
needed throughout the workdays

Development:
Students
follow
along
with
demonstrations and take notes as
necessary. Small ½ sheet handouts will
also be available for later viewing if
student
wants
to
watch
the
demonstration in its entirety

Students will have this time to work in their
groups. Teacher will be available for one-onone time with the groups as needed.
Students will be independent on using their
time to hopefully during this period finish their
mural design sketch, apply their grid, and
start working on their canvas squares.
These expectations will be made clear to
them before they go into independent studio
time. Students will be given a halfway, 10
minute, and 5 minute warning so they are
aware of the time.

Students will work with their groups to
finalize mural design, apply their grids,
and start transferring their designs onto
canvas sheets.

Conclusion: (6 minutes)
Students will be instructed to put away their
materials and clean up their area. Students
will be reminded on correct brush cleaning
etiquette and 2 students will be in charge of
checking brush cleanliness.

Conclusion:
Students will clean up their area and put
away all materials in designated
locations.
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DAILY PLAN
Lesson Title: Significant People Group Mural

Name: Georgi Beck
Grade Level: 9th to 12th Grade

Lesson S & S Concept Statements:
- Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
Color, variety, movement, rhythm, repetition, form, line, value, space, proportion,
emphasis, balance
Overall Lesson Objective: Given a PowerPoint Presentation on historical and
contemporary examples of murals, students will work in groups of 4-5 to decide overall
design and message, break up the 4’ by 4’ or 5’ by 5’ mural into 12” squares to be painted
by individual students, and put it back together in a designated space to be seen by the
school population.
Daily Objectives:
-Given previous demonstrations, students will continue to work on their canvas squares
that transfer their sketch onto larger canvas sheets using acrylic paint, pencil, and
brushes
-Students will actively engage with groups during independent time and complete their 4
assigned squares

Assessment Criteria:
-Students will work on their canvas squares and transfer their sketch onto these squares
-Students will engage with group to complete their 4 assigned squares
Teaching Resources Needed to Support the Lesson:
-Computer -Projector
-Youtube Video: (https://www.youtube.com/watch?v=MNO14EzuPM4)
Art Materials Necessary for the Lesson:
-acrylic paint -brushes -cups for water -pencils -workbooks -paper -12” by 12” canvas paper (4 sheets per person)

Teacher Directed Activities
Introduction: (4 minutes)
6 year old explains public art: Students will
answer daily questions about featured artists
1.What is a benefit of public art?
2.What is one way this 6 year old says is a
way to learn or understand the art
3.What is one question you can ask about
public art?

Student Directed Activities
Introduction:
Students answer questions about
featured artist in their workbook

Development: (35 minutes)
Students engage in independent studio time.
Students will work on transferring their
sketch to their canvas squares. Teacher will
be walking around for one-on-one time with
groups. Students will be given warnings for
halfway, 10 minute, and 5 minutes left of the
lesson.
Music will be playing for students so they can
be fully engaged in the lesson instead of
listening on their phones.

Development:
Students engage in independent studio
time. Students will have access to all
materials in the same location as the day
before to allow for easy access.

Conclusion: (7 minutes)
Students will be instructed to put away
materials and clean up their areas

Conclusion:
Students will put away their materials and
clean up their areas.
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DAILY PLAN
Lesson Title: Significant People Group Mural

Name: Georgi Beck
Grade Level: 9th to 12th Grade

Lesson S & S Concept Statements:
- Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
Color, variety, movement, rhythm, repetition, form, line, value, space, proportion,
emphasis, balance
Overall Lesson Objective: Given a PowerPoint Presentation on historical and
contemporary examples of murals, students will work in groups of 4-5 to decide overall
design and message, break up the 4’ by 4’ or 5’ by 5’ mural into 12” squares to be painted
by individual students, and put it back together in a designated space to be seen by the
school population.
Daily Objectives:
-Given previous demonstrations, students will continue to work on their canvas squares
that transfer their sketch onto larger canvas sheets using acrylic paint, pencil, and
brushes
-Students will actively engage with groups during independent time and complete their 4
assigned squares

Assessment Criteria:
-Students will work on their canvas squares and transfer their sketch onto these squares
-Students will engage with group to complete their 4 assigned squares
Teaching Resources Needed to Support the Lesson:
-Youtube Video (https://www.youtube.com/watch?v=n-kZ-mhI9zA) Ai WeiWei Fences
-Projector -Computer
Art Materials Necessary for the Lesson:
-acrylic paint -brushes -cups for water -pencils -workbooks -paper
-12” by 12” canvas paper (4 sheets per person)

Teacher Directed Activities
Introduction: (4 minutes)
Ai WeiWei Fences Students will answer daily
questions about featured artists
1.What does the work Fences represent?
2.What is activism? How is this work a piece
of activist art?
3.Why is this work significant to New York?
Development: (36 minutes)
Students engage in independent studio time.
Students will work on transferring their
sketch to their canvas squares. Teacher will
be walking around for one-on-one time with
groups. Students will be given warnings for
halfway, 10 minute, and 5 minutes left of the
lesson.
Music will be playing for students so they can
be fully engaged in the lesson instead of
listening on their phones.
Conclusion: (5 minutes)
Students will be instructed to put away
materials and clean up their areas

Student Directed Activities
Introduction:
Students answer questions about
featured artist in their workbook

Development:
Students engage in independent studio
time. Students will have access to all
materials in the same location as the day
before to allow for easy access.

Conclusion:
Students will put away their materials and
clean up their areas.
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DAILY PLAN
Lesson Title: Significant People Group Mural

Name: Georgi Beck
Grade Level: 9th to 12th Grade

Lesson S & S Concept Statements:
- Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
Color, variety, movement, rhythm, repetition, form, line, value, space, proportion,
emphasis, balance
Overall Lesson Objective: Given a PowerPoint Presentation on historical and
contemporary examples of murals, students will work in groups of 4-5 to decide overall
design and message, break up the 4’ by 4’ or 5’ by 5’ mural into 12” squares to be painted
by individual students, and put it back together in a designated space to be seen by the
school population.
Daily Objectives:
-Given previous demonstrations, students will continue to work on their canvas squares
that transfer their sketch onto larger canvas sheets using acrylic paint, pencil, and
brushes
-Students will actively engage with groups during independent time and complete their 4
assigned squares

Assessment Criteria:
-Students will work on their canvas squares and transfer their sketch onto these squares
-Students will engage with group to complete their 4 assigned squares
Teaching Resources Needed to Support the Lesson:
-Computer -Projector
-Youtube Video: (https://www.youtube.com/watch?v=l_VSixma864)
Art Materials Necessary for the Lesson:
-acrylic paint -brushes -cups for water -pencils -workbooks -paper -12” by 12” canvas paper (4 sheets per person)

Teacher Directed Activities
Introduction: (4 minutes)
Pablo Picasso Geurnica: Students will
answer daily questions about featured artists
1.What inspired Guernica?
2.What did the artist hope to accomplish by
painting it?
3.What do you think of the quote “A work of
art must make a man react…It must agitate
him and shake him up”
Development: (36 minutes)
Students engage in independent studio time.
Students will work on transferring their
sketch to their canvas squares. Teacher will
be walking around for one-on-one time with
groups. Students will be given warnings for
halfway, 10 minute, and 5 minutes left of the
lesson.
Music will be playing for students so they can
be fully engaged in the lesson instead of
listening on their phones.
Conclusion: (5 minutes)
Students will be instructed to put away
materials and clean up their areas

Student Directed Activities
Introduction:
Students answer questions about
featured artist in their workbook
Development:
Students engage in independent studio
time. Students will have access to all
materials in the same location as the day
before to allow for easy access.

Conclusion:
Students will put away their materials and
clean up their areas.
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DAILY PLAN
Lesson Title: Significant People Group Mural

Name: Georgi Beck
Grade Level: 9th to 12th Grade

Lesson S & S Concept Statements:
- Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
Color, variety, movement, rhythm, repetition, form, line, value, space, proportion,
emphasis, balance
Overall Lesson Objective: Given a PowerPoint Presentation on historical and
contemporary examples of murals, students will work in groups of 4-5 to decide overall
design and message, break up the 4’ by 4’ or 5’ by 5’ mural into 12” squares to be painted
by individual students, and put it back together in a designated space to be seen by the
school population.
Daily Objectives:
-Given previous demonstrations, students will continue to work on their canvas squares
that transfer their sketch onto larger canvas sheets using acrylic paint, pencil, and
brushes
-Students will actively engage with groups during independent time and complete their 4
assigned squares

Assessment Criteria:
-Students will work on their canvas squares and transfer their sketch onto these squares
-Students will engage with group to complete their 4 assigned squares
Teaching Resources Needed to Support the Lesson:
-Computer -Projector -PowerPoint Presentation: Lady Liberty
Art Materials Necessary for the Lesson:
-acrylic paint -brushes -cups for water -pencils -workbooks -paper
-12” by 12” canvas paper (4 sheets per person)

Teacher Directed Activities
Introduction: (4 minute)
Lady Liberty: Students will answer daily
questions about featured artists
1.Who made Lady Liberty and who was it
made for?
2.What does Lady Liberty represent?
3.Picture yourself as a refugee, an
immigrant, or someone visiting this country.
If this when you first entered the United
States what would you think?

Student Directed Activities
Introduction:
Students answer questions about
featured artist in their workbook

Development: (36 minutes)
Students engage in independent studio time.
Students will work on transferring their
sketch to their canvas squares. Teacher will
be walking around for one-on-one time with
groups. Students will be given warnings for
halfway, 10 minute, and 5 minutes left of the
lesson.
Music will be playing for students so they can
be fully engaged in the lesson instead of
listening on their phones.

Development:
Students engage in independent studio
time. Students will have access to all
materials in the same location as the day
before to allow for easy access.

Students will be reminded that this is the final
day to complete their canvas squares before
they will be put on display the following
studio day.
Conclusion: (5 minutes)
Students will be instructed to put away
materials and clean up their areas

Conclusion:
Students will put away their materials and
clean up their areas.
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Lesson Title: Significant People Group Mural

Name: Georgi Beck
Grade Level: 9th to 12th Grade

Lesson S & S Concept Statements:
- Knowledge of principles, elements, and science of art experience allows for artists to
build base of technical skill
Context of how the individual has created art based on their biophysical response to the
process is important to understand the work
-Knowledge of how the brain processes the elements present in art informs how the art
is interpreted
Daily Formal Qualities (Elements & Principles of Design):
Color, variety, movement, rhythm, repetition, form, line, value, space, proportion,
emphasis, balance
Overall Lesson Objective: Given a PowerPoint Presentation on historical and
contemporary examples of murals, students will work in groups of 4-5 to decide overall
design and message, break up the 4’ by 4’ or 5’ by 5’ mural into 12” squares to be painted
by individual students, and put it back together in a designated space to be seen by the
school population.
Daily Objectives:
-Students will bring their finalized canvas squares and hang them up in a designated
space in the school
-Students will participate in group critique and use previous critique worksheet to engage
respectfully and positively

Assessment Criteria:
-Students bring their finalized canvas squares and hang them up in a public space in the
school
-Students participate in group critique and engage respectfully and positively
Teaching Resources Needed to Support the Lesson:
-Critique handout
Art Materials Necessary for the Lesson:
-acrylic paint -brushes -cups for water -pencils -workbooks -paper -12” by 12” canvas paper (4 sheets per person)

Teacher Directed Activities
Introduction: (17 minutes)
Students will gather their canvas squares
and go to designated space in the school. If
given the opportunity by the staff, students
will be able to choose where they hang their
murals. If there is more limited space for
hanging their mural, students will hang
where possible.

Student Directed Activities
Introduction:
Students will work as a group to hang
their mural together for critique.

Once they get to the location, they will work
as a group to hang their canvas squares.
Students will also have a space to put their
process work besides their mural. Students
will then have about 4 minutes to walk
through the murals and look at the process
works alongside the mural.
Development: (20 minutes)
Teacher will remind students of their critique
handout that they should follow during
critique. Critique will be structured as follows
1.What do you see?
2.What do you think that means?
3.Group perspective and statement
4.Now that you’ve heard the intent of the
work, how do you think they succeeded?
5.What could this group have improved to
make their message stronger?

Development:
Students will actively and positively
engage in critique.

Conclusion: (8 minutes)
Teacher will ask the final questions before
they head back to the classroom:
1.How do all the murals make you feel?
2.How are some of the other group’s murals
different from your own?
3.Why are their stories different?
4.Why do you think they made the mural the
way they did?
5.How does understanding how a piece
makes you react change your interpretation
of other groups works?

Conclusion:
Students answer final questions and
head back to class during the last 2
minutes.

IMPORTANT PEOPLE MURAL
Unit 1
Project #4

Pull out your workbooks and pencils!
Anything marked with a star you must write down

MURAL

Mural: art applied
to and made part
of a wall, ceiling, or
surface

This mural is in the
Sistine Chapel in
Vatican City, Italy

Many Renaissance
artists participated
including Botticelli,
Perugino,
Pinturicchio,
Ghirlandaio, and
Rosselli

Michelangelo
painted the ceiling,
which depicted the
stories in the book
of Genesis, the
creation stories

WHY WOULD AN ARTIST CHOOSE TO MAKE A
MURAL?
ØBrings art into the public, not in a
museum
ØSince it is widely seen, it can be used to
make a statement for bringing change
ØIt can be a large artistic feat to
complete a mural
ØThe Sistine Chapel ceiling is seen as one of the
largest artistic feats in history

Curiot, San Francisco

PARTNER UP!

•Who are people that matter to you?
•Why do they matter to you?
•Are there people who have used their lifetimes to improve
society?

CLASS
BRAINSTORM!

•Are there people who have put themselves in danger in order
to help others?

ØWork in small groups of 4 to create a mural
ØOne design will be broken up into squares, squares will
be assigned, once finalized squares are put together to
create one piece

CLASS MURAL

ØMural will depict a person/persons of your group’s
choice
ØMural will be put in a public place for all the school to
see
ØThe person you pick should be important to every
person in your group
ØShow me evidence of brainstorming/research in your
workbook

WHAT TO THINK ABOUT
ØThink about color and variety (Woven tapestry)
ØThink about it in layers (Spray Paint Project)
ØThink about how to create depth (Spray Paint
Project & Featured artists)
ØThink about how to make the portrait meaningful
ØYou already have the skills to tackle a huge project
like this!
ØYou’ll be working in groups to help one another
and bring out each individual’s special skills

THE PROCESS
ØYou will be taking the overall image and breaking it up
into squares
ØEach person will be assigned to 4 squares
Ø4 people is 16 squares
Ø5 people is 20 squares

ØYou will take your finalized image and create a grid
over it
ØCome up with a numbering system on your finalized
image, make sure everyone knows what squares they are
in charge of
ØOn the back of each canvas sheet, make sure you write
your numbers!

1 2 3 4 5

DAY 3 - LISA KING

1.Why does the artist create murals?
2.What is her mural style influenced by?
3.What is her advice about making mistakes?

DAY 4 – 6 YEAR OLD EXPLAINS PUBLIC ART

1.What is a benefit of public art?
2.What is one way this 6 year old says is a way to learn or understand the art
3.What is one question you can ask about public art?

DAY 5 – AI WEIWEI FENCES

1.What does the work Fences represent?
2.What is activism? How is this work a piece of activist art?
3.Why is this work significant to New York?

DAY 6 –PABLO PICASSO GUERNICA

1.What inspired Guernica?
2.What did the artist hope to accomplish by painting it?
3.What do you think of the quote “A work of art must make a man react…It must agitate him
and shake him up”

DAY 7 –LADY
LIBERTY
1.Who made Lady Liberty and
who was it made for?
2.What does Lady Liberty
represent?
3.Picture yourself as a refugee,
an immigrant, or someone
visiting this country. If this when
you first entered the United
States what would you think?

Summative Significant People Group Mural Rubric

Total______/90

0

1

2

3

does not complete

Fails to meet expectations

Attempts expectations

Meets expectations

(0 points)

(1-5 points)

(6-10 points)

(11-15 points)

Properly uses canvas
squares, pencil, and
grid to transfer
mural sketch onto
canvas sheets

Student does not use
materials properly and
does not use grid to
transfer their sketch
onto canvas squares

Student transfers sketch
but misuses materials
and transfers their
sketch sloppily onto
canvas squares

Student effectively uses each
material properly to cleanly
transfer their mural sketch
onto their final canvas squares

Creates a mural
design that depicts
people that are
important to each
group member, use
color to create a
mood/message, and
creates a sense of
depth using color
Student works with
group to decide on a
mural design,
problem solve to
create an effective
composition, and
works positively with
every member of the
group

Student does not create
a design that depicts
important people, has
a specific message
using color, or creates
a sense of depth.

Student depicts people
but cannot explain how
the people connect to
the mood/message from
the colors, does not
create a specific
mood/message, or does
not create a sense of
depth
Student works with a
group but needs
constant teacher
intervention in order for
students to complete a
mural design and
problem solve their
artistic decisions

Student uses each
material properly to
transfer their sketch
onto canvas squares,
but does not take care
in the process
Students create a design
that depicts people that
are important to the
artists, create a specific
mood/message using
color, and create a
sense of depth within
the design

Student refuses to
work with the group or
participate in a
positive way

Student works with
group to decide on
mural design that
includes people that are
important, but does not
listen or include every
member of the group

Students create an engaging
design that depicts people that
are important to the artists,
create a specific
mood/message using color,
and create a sense of depth
within the design and can
clearly explain it during group
critique
Student works well with the
entire group to positively solve
problems, make sure all group
voices are heard, and works
together to create an effective

Mark

Students follow
teacher
demonstration and
properly uses and is
able to mix acrylic
paints

Student doesn’t use
acrylic paint in their
canvas squares

Student does not take
care in using acrylic
paints on their canvas
squares and does not
mix their own colors for
the mural

Each student
completes their
assigned 4 squares
and works with
others to ensure that
they fit once put back
together
Student participates
positively in group
critique

Student doesn’t assign
squares in the group,
doesn’t complete their
squares, and does not
take care in ensuring
they look good when
put back together
Student does not
participate in critique

Group does not work
together to ensure the
final mural fits together
but completes their 4
squares
Student does not
contribute positively to
the group critique and
needs teacher
intervention to
participate at all

Student follows teacher
demonstration and
shows knowledge of
being able to mix some
colors and takes care of
materials most of the
time
Student completes their
4 squares and attempts
to make sure their
mural fits when put
back together

Student properly follows
teacher demonstration and
shows their knowledge by
properly using and mixing
their own colors for their
mural

Student participates in
critique but cannot
contribute positively

Student participates positively
in critique by giving positive
feedback

Student works with groups to
ensure that their 4 completed
assigned squares match up
when put back together

Artist Murals

Title: Untitled Year: 2019 Material: Spray Paint
What do you see? (color, line, shape, texture…):

1.Who is meant to view and experience this work?

2.What is the purpose of this work?

3.How did the artist create the illusion of depth?

1010

Located: Madrid, Spain

Artist Murals

Ajanta Caves

Title: Untitled (Mural on Vaults Ajanta Cave no. 10) Year: 2nd century BCE to 480 CE
Material: dry fresco Located: Aurangabad District, Maharastha State, India
What do you see? (color, line, shape, texture…):

1.Why are these works so deteriorated?

2.Who was meant to view these works?

3. What is the significance of having the image of the Buddha in a temple?

Artist Murals

Banksy

Title: Slave Labor Year: May 2012Located: on side of Poundland store in Wood Green, London
Dimensions: 4 ft by 4.9 ft
What do you see? (color, line, shape, texture…):

-What is Poundland Store, what do they do?:
1.How does the location inform the meaning?

2.How did the artist use line, shape, and color to inform the meaning?

3.What do you think the artist is trying to say?

Artist Murals

Bunnie Reiss

Title: Magic Buffalo Year: 2017 Material: Spray Paint and Acrylic Located: Buffalo, New York
What do you see? (color, line, shape, texture…):

Look in A Big Important Art Book: Now With Women to answer question 1 and 2
1. Why does Bunnie Reiss create murals?

2.What influences her style and what is Bunnie inspired by?

3.What do you think influenced the subject of this mural? Why paint this subject in the city
that she did?

Artist Murals

Kimchean Koy

Title: Year: 2015 Material: Paint Located: Lille, France
What do you see? (color, line, shape, texture…):

Look up the interview in the Phnom Pehn Post to help better understand this piece

The Khmer Rouge was a communist party that existed during the Vietnam War, and under this regime they took
Cambodian natives’ hostage, specifically city dwellers, and put them into work camps where they were starved and
enslaved. As many as 2 million people died from the Khmer Rouge, let alone the war.

1.In the interview, how does Koy give hope back to the Cambodian people after this tragic
event?

2.With the understanding of Cambodia’s history, what is this artist trying to say in this mural?

3.What is a common problem for these young Cambodian artists? How do you think murals are
affected by these restrictions?

Artist Murals

Pablo Picasso

Title: Guernica Year: June 1937 Material: Oil on Canvas Dimensions: 11ft. by 25.6 ft.
Located: First displayed at Spanish Display at Paris International Exposition in 1937 World Fair
Museo Reina Sofia, Madrid, Spain (Today)
What do you see? (color, line, shape, texture…):

History of it’s origin:
The painting was created in response to the bombing of Guernica, a Basque Country town in
northern Spain, by Nazi Germany and Italian warplanes at the request of the Spanish Nationalists.
When on tour funds raised were donated Spanish War Relief. Picasso was commissioned to create
a mural but not one of the war. The bombing of Guernica happened during market day and many
people died as a result of being unable to hide or flee from the crowded market.

1.Do you think this mural spiked controversy? Why?

2.What was Picasso trying to do by making this event publicly seen through art?

3.Are artists activists?

Artist Murals

artist unknown

Title: Unknown Year: no date, most likely after 2000 Located: In the Garden City in Bangalore
What do you see? (color, line, shape, texture…):

1. Garden City has recently had surge in murals due to Bruhat Bangalore Mahanagara Palike
(BBMP)’s street art initiative, in attempt to fix the decrepit state of the streets. They have
commissioned local artists to paint subjects including history, geography, and culture of the
state.
What do you think this artist is depicting?

2.What is the purpose of commissioning artists to make art in a run down city?

Artist Murals

Keith Haring
Title: Tuttomondo
Year: 1989
Located: convent of
St.Anthony Abbott in Italy
What do you see? (color,
line, shape, texture…):

-What does Tuttomondo mean in Italian?:
1.How does the location inform the meaning?

2.How did the artist use line, shape, and color to inform the meaning?

3.What do you think the artist is trying to say?

Artist Murals

Max sansing

Title: Soaring Minds (For Michele) Year: 2018 Material: Spray Paint & Acrylic
Located: Michele Clark Academic Preparatory Magnet High School
What do you see? (color, line, shape, texture…):

From Max’s Instagram Post:

Michele Clark was born in Gary, Indiana on June 2, 1943. She attended the University of Chicago Laboratory High School,
Grinnell College in Iowa and Roosevelt University in Chicago. In 1972 she graduated from a new program at the Columbia
Graduate School of Journalism created to recruit, train, and place minority journalists. Upon graduating, she began work as a
reporter for WBBM-TV, a CBS owned station in Chicago. In July of 1972 she was named as a CBS News Correspondent. Her
major responsibilities involved coverage of the 1972 presidential primaries.
She was killed on December 8, 1972, in a plane crash at Chicago's Midway Airport. She was 29 years old. The Summer Program
in Broadcast and Print Journalism for Members of Minority Groups at Columbia University, from which Michele Clark
graduated, was named in honor of her memory. Each eagle is this mural represents the 3 stages of Michele’s continued
education.

1.What is this mural representative of?

2.How does the meaning change because it’s located on a wall of a school?

3.If you had a mural on your school, what would you like it to represent?

Artist Murals

Maya Hayuk

Title: Melt the Guns Year: 2013 Material: Spray Paint Located: East London, UK
What do you see? (color, line, shape, texture…):

1.Look up the interview about this piece in Brooklyn Street Art, what was the weather like
during it’s installment?
2.How does this weather that is typical of its area change the impact of this work?

3.What is the purpose of this mural?

4.Do all murals have to have a bigger message about humanity? How does this artist change
the community without a bigger message?

Artist Murals

Microbo
Title: Untitled Year: Unknown
Located: somewhere in Milan
What do you see? (color, line, shape, texture…)

Use Graffiti Women: Street Art from Five Continents to answer these questions
1.What is the artist inspired by?

2.Why does Microbo want to depict microbes?

3.Why does making this message public help bring awareness to the issue this artist is
concerned with?

Artist Murals

Mosque of Herat

Title: Mosque of Heart Year: Broke ground in 1404 CE and completed 1446 CE Material: lapis
lazuli, brick, stone Located: Herat, Afghanistan
What do you see? (color, line, shape, texture…):

1.What is the purpose of sacred geometry in Islamic religion?

2.How is this different from a representational mural?

3.Theorize why Islamic religion may not use representation in art (there is no wrong answer)

Artist Murals

Okuda San Miguel
Title: Kaos Temple Year: 2015
Located: Santa Barbara Church in Llanera,
Asturias
What do you see? (color, line, shape,
texture…):

Look up interview in Colossal to answer question 1 & 3
1.How was this church saved and reimagined for the public? How was the artist able to afford
the materials necessary to reinvent the space?

2.How does having this type of public art bring the community together?

3.Watch the first 1:50 of the video provided in the interview, what is his work inspired by?

Artist Murals

Owen Dippie
Title: The Radiant Madonna
Year: 2015 Located: Part of the
Bushwick Collective, buildings
that are part of a street graffiti
tour
What do you see? (color, line,
shape, texture…):

-What artworks did this artist combine:
1.How does the location inform the meaning?

2.How did the artist use line, shape, and color to inform the meaning?

3.What do you think the artist is trying to say?

Artist Murals

Raphael

Title: Disputation of the Holy Sacrament Year: 1509-1510 Material: Fresco Located: Apostolic
Palace, Vatican City
What do you see? (color, line, shape, texture…):

1.What is a Fresco Mural? How is it different than mural techniques today?

2.What is the purpose of this fresco?

3. Who was this fresco meant to be viewed by?

Artist Murals

Shepard Fairey

Title: Make Art not War Year: 2014 Material: Spray Paint Located: part of Urban Nation’s Project
One Wall in Berlin
What do you see? (color, line, shape, texture…):

1.What is the purpose of Urban Nation’s project One Wall?

2.How did the artist use line, shape, and color to inform the meaning?

3.What do you think the artist is trying to say?

Unit 2
Motivational Psychology & art
Unit 2 will focus on expanding on basic skills learned in Unit 1 and move to focus on
student’s motivation. Students will learn about the basics of motivation, the difference between
intrinsic and extrinsic motivation, and Maslow’s hierarchy of needs and how it affects human
action and thought. By learning how to decipher motivations behind creation and purpose of art,
students can learn how to decipher decisions and actions beyond art. During this unit students
will be creating ceramic sculptures that depict something that motivates them, tattoo flash sheets,
mixed media collage based in song lyrics, and a diptych project in which they work with a
partner to capture a candid photograph and create a mixed media idealized photograph of
themselves. Students will be focusing on what motivates them and deciphering why and how
artist use their own motivations in their work and apply it to their own work. This unit will
encourage students to do research, experiment with mediums, and question their identity in order
to create meaningful work.

Unit 2
Motivation Sculptures
-Motivation Sculpture PP
-Pinch Pot Demo
-Pinch Pot
practice/brainstorming

Motivation Sculptures
-Kintsugi Video
-Studio Time

Tattoo Flash Sheets
-Kids draw their parents
tattoos video
-Studio Time

Candid Portraits
-Day 1 PP
-Camera handout

Idealized Portraits
-Joshua Miels
-Candid and Idealized Photo
Critique

Total Days (21)

Motivation
Motivation Sculptures
-Demo Day (Slab, slip, and
score)
-Studio Time

Motivation Sculptures
-Soul Tattoo
-Studio Time (Last day wet
clay)

Tattoo Flash Sheets
-Ezrah Dorman Video
-Studio Time

Candid Portraits
-Carol Rossetti
-Studio Time
-Kahoot

Motivation Sculptures
-Motivation of photography
discussion

Motivation Sculptures
-Glaze Demo
-Glaze fired sculptures

Song Collage
-Song Collage PP Day 1
-Teacher Examples
-Demo Materials
-Brainstorm/Research songs

Idealized Portraits
-Day 1 PP
-Partner Portrait Research
-Assignment Overview
-Studio Time

Motivation Sculptures
-Charlotte Mary Pack
-Studio Time

Tattoo Flash Sheets
-Day 1 PP
-Overview of Assignment
-Studio Time

Song Collage
-Yorktown (Hamilton)
-Studio Time

Idealized Portraits
-Religious Portraits
-Studio Time

Motivation Sculptures
-Washed Ashore Series
-Studio Time

Tattoo Flash Sheets
-Personal Teacher Example
-Tattoo Debate
-Studio Time
-Exit ticket

Song Collage
-Run and Tell That
(Hairspray)
-Studio Time
-Mini-Critique

Idealized Portraits
-Yolo Ono
-Studio Time

Name of Student:_________________________________________________________

Student Completion Checklist for Unit 2
Motivation Ceramic sculpture
Descriptor

Check

Takes notes in workbook during presentation (starred information)
Student showed evidence of research for project idea (reference photo, sketch, written
notes)
Student completed 5 entrance tickets in their workbook
Student takes care of materials during studio time and cleans up properly

Tattoo Flash Sheets
Descriptor

Check

Takes notes in workbook during presentation (starred information)
Student participated in tattoo debate on Day 2
Student completed 2 entrance tickets in their workbook
Student completed 1 exit ticket in their workbook (Day 2)
Student showed evidence of research for project idea (reference photo, sketch, written
notes)
Student takes care of materials during studio time and cleans up properly

Song Collages
Descriptor

Check

Takes notes in workbook during presentation (starred information)
Student completed 2 entrance tickets in workbooks
Student takes care of materials during studio time and cleans up properly

Candid Portraits
Descriptor

Check

Takes notes in workbook during presentation (starred information)
Student completed 1 entrance ticket in their workbook
Student takes care of materials during studio time and cleans up properly
Student participated in Kahoot

Idealized Portraits
Descriptor
Takes notes in workbook during presentation (starred information)

Check

Student completed 4 entrance tickets in their workbook
Student completes idealized portrait proposal sheet
Student showed evidence of research for project idea (reference photo, sketch, written
notes)
Student takes care of materials during studio time and cleans up properly
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DAILY PLAN
Lesson Title: Motivation Ceramic Sculpture

Name: Georgi Beck
Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-shape -form -proportion -space -texture -balance -emphasis -balance -variety
Overall Lesson Objective: Given a PowerPoint presentation on the psychology of
motivation and discussion about what motivates artists, students will create a ceramic
sculpture of something that motivates them using techniques of pinch pot, slab, score
and slip.
Daily Objectives:
-Given a PowerPoint presentation on the psychology of motivation, students can clearly
identify what motivates them and creates a sculpture of it out of ceramic
-Given a demonstration on pinch pots, students will practice this technique and are able
to use it in their sculpture to create organic forms in their sculpture

Assessment Criteria:
-Students identify what motivates them and creates a sculpture of it out of ceramic
-Students use the technique of pinch pot to create organic forms in their sculpture
Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation –Computer -Projector -Whiteboard (for class Brainstorm)
Artists: -Niam Jain -Alejandro Duran
Art Materials Necessary for the Lesson:
Art: -stoneware -kiln -color glazes -rolling pins –plastic bags -ceramic tools -forks -spoons
-small containers for water -brushes for glazing -cups for glaze -sticks for mixing glaze
Cleaning: -sponges -access to water -aprons

Teacher Directed Activities
Introduction: (18 minutes)
Teacher
will
begin
a
PowerPoint
presentation. The presentation will highlight
I. Concept and overview of psychology of
motivation
II. Motivation of artists
III. Motivation of students
Students will be questioning what motivates
artists and themselves and start thinking
about how they could represent their
motivations in a ceramic sculpture. When it
comes to questioning students what
motivates them, teacher will use a
Whiteboard for a class brainstorm.

Student Directed Activities
Introduction:
Students will write notes and follow along
PowerPoint presentation. Students will
participate in discussion. Students will
start thinking about what motivates them.

Development: (22 minutes)
Teacher will move into a demonstration on
pinch pots. Students will take notes if
needed and watch. Teacher should record
demonstration for students to have access to
later. Teacher will demonstrate pinch pot
technique on day 1 and slab and slip on day
2. Teacher will explain that this technique
can be used to make rounded shapes and
explain why clay can’t be thick so techniques
such as slab and pinch pot are being used in
order to make a larger sculpture that won’t
explode in the kiln. Teacher demonstration
should only take 5 minutes, so students have
a chance to practice technique during the
rest of class time.

Development:
Students will watch demonstration and
take notes if needed. Students will think
about what they could create in their
sculpture.

Students will spend the rest of the 17
minutes practicing pinch pot and thinking
about what they could make for their
sculpture.

Students will practice pinch pot technique
and brainstorm in workbook as ideas
come to them.

Conclusion: (5 minutes)
Students will clean up their ceramic materials
and return all materials to designated
locations. Students will be assigned to tasks
in order to streamline cleanup. All clay will
be collected to be reused.

Conclusion:
Students will clean up materials and
return them to designated locations.
Students will follow assigned tasks.
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DAILY PLAN
Lesson Title: Motivation Ceramic Sculpture

Name: Georgi Beck
Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-shape -form -proportion -space -texture -balance -emphasis -balance -variety
Overall Lesson Objective: Given a PowerPoint presentation on the psychology of
motivation and discussion about what motivates artists, students will create a ceramic
sculpture of something that motivates them using techniques of pinch pot, slab and slip.
Daily Objectives:
-Given a demonstration on pinch pots, students will practice this technique and are able
to use it in their sculpture to create organic forms in their sculpture
-Given a demonstration on slab, students will use this technique to create geometric
forms in their sculpture
-Given a demonstration on how to slip and score stoneware, students will use this
technique to combine wet clay forms into one cohesive sculpture
-Given a PowerPoint presentation on the psychology of motivation, students can clearly
identify what motivates them and creates a sculpture of it out of ceramic

Assessment Criteria:
-Students identify what motivates them and creates a sculpture of it out of ceramic
-Students use the technique of pinch pot to create organic forms in their sculpture
-Students use the technique of slab to create geometric forms
-Students use the technique of slip and score to combine ceramic forms and create one
cohesive sculpture
Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation –Computer -Projector
Art Materials Necessary for the Lesson:
Art: -stoneware -kiln -color glazes -rolling pins –plastic bags -ceramic tools -forks -spoons
-small containers for water -brushes for glazing -cups for glaze -sticks for mixing glaze
Cleaning: -sponges -access to water -aprons

Teacher Directed Activities
Introduction: (15 minutes)
Teacher will start with clay demonstration:
I.Review of Pinch Pot
II.Slab
III.Slip and Score
IV.Proper Tool Use
V.Wet/Dry/Bone Dry

Student Directed Activities
Introduction:
Students will watch demo and take notes
in their workbook as needed

Students will have their workbooks out and
take notes as needed.
Teacher is
recommended to record demo to be
accessed at another time by students if
needed.
Development: (24 minutes)
Students will engage in independent studio
time. Students will be given 15, 10, and 5
minute warning. Students will be reminded
that they have 5 days to complete their
sculpture

Development:
Students will engage in independent
studio time

Conclusion: (6 minutes)
Students will clean up their area and return
materials to designated areas.

Conclusion:
Students will clean up their area and
return materials to designated areas.
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DAILY PLAN
Lesson Title: Motivation Ceramic Sculpture

Name: Georgi Beck
Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-shape -form -proportion -space -texture -balance -emphasis -balance -variety
Overall Lesson Objective: Given a PowerPoint presentation on the psychology of
motivation and discussion about what motivates artists, students will create a ceramic
sculpture of something that motivates them using techniques of pinch pot, slab and slip.
Daily Objectives:
-Given a demonstration on pinch pots, students will practice this technique and are able
to use it in their sculpture to create organic forms in their sculpture
-Given a demonstration on slab, students will use this technique to create geometric
forms in their sculpture
-Given a demonstration on how to slip and score stoneware, students will use this
technique to combine wet clay forms into one cohesive sculpture
-Given a PowerPoint presentation on the psychology of motivation, students can clearly
identify what motivates them and creates a sculpture of it out of ceramic

Assessment Criteria:
-Students identify what motivates them and creates a sculpture of it out of ceramic
-Students use the technique of pinch pot to create organic forms in their sculpture
-Students use the technique of slab to create geometric forms
-Students use the technique of slip and score to combine ceramic forms and create one
cohesive sculpture
Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation –Computer -Projector
Artist: Charlotte Mary Pack
Art Materials Necessary for the Lesson:
Art: -stoneware -kiln -color glazes -rolling pins –plastic bags -ceramic tools -forks -spoons
-small containers for water -brushes for glazing -cups for glaze -sticks for mixing glaze
Cleaning: -sponges -access to water -aprons

Teacher Directed Activities
Introduction: (5 minutes)
Students answer warm-up questions in their
workbook: (Charlotte Mary Pack)
1.What animals do you see? What type of
animals does this artist focus on?
2.What is the artist motivation to create these
works?
3.Does using ceramics say anything about
the balance of nature? (think about the
nature of the material…)

Student Directed Activities
Introduction:
Students answer warm-up questions in
their workbooks

Development: (34 minutes)
Students will engage in independent studio
time. Students will be given a 25, 15, 10, and
5 minute mark. Students will be reminded
they have 4 days left.

Development:
Students will engage in independent
studio time.

Teacher will remind students of where to find
recorded demonstrations on techniques

Conclusion: (6 minutes)
Students will clean up their areas and return
materials to designated locations. Students
will be reminded to use plastic bags to keep
sculptures wet.

Conclusion:
Students will clean up their areas and
return materials to designated locations.
Students will be reminded to use plastic
bags to keep sculptures wet.
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DAILY PLAN
Lesson Title: Motivation Ceramic Sculpture

Name: Georgi Beck
Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-shape -form -proportion -space -texture -balance -emphasis -balance -variety
Overall Lesson Objective: Given a PowerPoint presentation on the psychology of
motivation and discussion about what motivates artists, students will create a ceramic
sculpture of something that motivates them using techniques of pinch pot, slab and slip.
Daily Objectives:
-Given a demonstration on pinch pots, students will practice this technique and are able
to use it in their sculpture to create organic forms in their sculpture
-Given a demonstration on slab, students will use this technique to create geometric
forms in their sculpture
-Given a demonstration on how to slip and score stoneware, students will use this
technique to combine wet clay forms into one cohesive sculpture
-Given a PowerPoint presentation on the psychology of motivation, students can clearly
identify what motivates them and creates a sculpture of it out of ceramic

Assessment Criteria:
-Students identify what motivates them and creates a sculpture of it out of ceramic
-Students use the technique of pinch pot to create organic forms in their sculpture
-Students use the technique of slab to create geometric forms
-Students use the technique of slip and score to combine ceramic forms and create one
cohesive sculpture
Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation –Computer -Projector
Artist: Washed Ashore Series
Art Materials Necessary for the Lesson:
Art: -stoneware -kiln -color glazes -rolling pins –plastic bags -ceramic tools -forks -spoons
-small containers for water -brushes for glazing -cups for glaze -sticks for mixing glaze
Cleaning: -sponges -access to water -aprons

Teacher Directed Activities
Introduction: (5 minutes)
Students answer warm-up questions in their
workbook: (Washed Ashore Series)
1. How does the artists use the recycled
materials? Do you think they paint the
materials or do they use the raw material and
shape it to the animal?
2.What motivated the artist to use recycled
materials? How is the medium
informing it’s message?
3.Is their intent similar to Charlotte Mary
Pack? Are both sending the same
message?

Student Directed Activities
Introduction:
Students answer warm-up questions in
their workbooks

Development: (34 minutes)
Students will engage in independent studio
time. Students will be given a 25, 15, 10, and
5 minute mark. Students will be reminded
they have 3 days left.

Development:
Students will engage in independent
studio time.

Teacher will remind students of where to find
recorded demonstrations on techniques

Conclusion: (6 minutes)
Students will clean up their areas and return
materials to designated locations. Students
will be reminded to use plastic bags to keep
sculptures wet.

Conclusion:
Students will clean up their areas and
return materials to designated locations.
Students will be reminded to use plastic
bags to keep sculptures wet.
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DAILY PLAN
Lesson Title: Motivation Ceramic Sculpture

Name: Georgi Beck
Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-shape -form -proportion -space -texture -balance -emphasis -balance -variety
Overall Lesson Objective: Given a PowerPoint presentation on the psychology of
motivation and discussion about what motivates artists, students will create a ceramic
sculpture of something that motivates them using techniques of pinch pot, slab and slip.
Daily Objectives:
-Given a demonstration on pinch pots, students will practice this technique and are able
to use it in their sculpture to create organic forms in their sculpture
-Given a demonstration on slab, students will use this technique to create geometric
forms in their sculpture
-Given a demonstration on how to slip and score stoneware, students will use this
technique to combine wet clay forms into one cohesive sculpture
-Given a PowerPoint presentation on the psychology of motivation, students can clearly
identify what motivates them and creates a sculpture of it out of ceramic

Assessment Criteria:
-Students identify what motivates them and creates a sculpture of it out of ceramic
-Students use the technique of pinch pot to create organic forms in their sculpture
-Students use the technique of slab to create geometric forms
-Students use the technique of slip and score to combine ceramic forms and create one
cohesive sculpture
Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation –Computer -Projector
Youtube (https://youtu.be/EBUTQkaSSTY)
Art Materials Necessary for the Lesson:
Art: -stoneware -kiln -color glazes -rolling pins –plastic bags -ceramic tools -forks -spoons
-small containers for water -brushes for glazing -cups for glaze -sticks for mixing glaze
Cleaning: -sponges -access to water -aprons

Teacher Directed Activities
Introduction: (5 minutes)
Students answer warm-up questions in their
workbook: (Kintsugi)
1.Why was this process created?
2.If you broke an object you loved, would you
throw it away or try to fix it?

Student Directed Activities
Introduction:
Students answer warm-up questions in
their workbook

Development: (34 minutes)
Students will engage in independent studio
time. Students will be given a 25, 15, 10, and
5 minute mark. Students will be reminded
they have 2 days left.

Development:
Students will engage in independent
studio time.

Teacher will remind students of where to find
recorded demonstrations on techniques

Conclusion: (6 minutes)
Students will clean up their areas and return
materials to designated locations. Students
will be reminded to use plastic bags to keep
sculptures wet.

Conclusion:
Students will clean up their areas and
return materials to designated locations.
Students will be reminded to use plastic
bags to keep sculptures wet.
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DAILY PLAN
Lesson Title: Motivation Ceramic Sculpture

Name: Georgi Beck
Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-shape -form -proportion -space -texture -balance -emphasis -balance -variety
Overall Lesson Objective: Given a PowerPoint presentation on the psychology of
motivation and discussion about what motivates artists, students will create a ceramic
sculpture of something that motivates them using techniques of pinch pot, slab and slip.

Daily Objectives:
-Given a demonstration on pinch pots, students will practice this technique and are able
to use it in their sculpture to create organic forms in their sculpture
-Given a demonstration on slab, students will use this technique to create geometric
forms in their sculpture
-Given a demonstration on how to slip and score stoneware, students will use this
technique to combine wet clay forms into one cohesive sculpture
-Given a PowerPoint presentation on the psychology of motivation, students can clearly
identify what motivates them and creates a sculpture of it out of ceramic

Assessment Criteria:
-Students identify what motivates them and creates a sculpture of it out of ceramic
-Students use the technique of pinch pot to create organic forms in their sculpture
-Students use the technique of slab to create geometric forms
-Students use the technique of slip and score to combine ceramic forms and create one
cohesive sculpture
Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation –Computer -Projector
-YouTube (https://youtu.be/261_YucxnVs)
Art Materials Necessary for the Lesson:
Art: -stoneware -kiln -color glazes -rolling pins –plastic bags -ceramic tools -forks -spoons
-small containers for water -brushes for glazing -cups for glaze -sticks for mixing glaze
Cleaning: -sponges -access to water -aprons

Teacher Directed Activities
Introduction: (5 minutes)
Students answer warm-up questions in their
workbook: (Soul Tattoo)
1.What motivates the tattoo artist to create
soul tattoos?
2.What motivates the receiver of the tattoo to
go through this process?
3. Would you go through this process? Why?

Student Directed Activities
Introduction:
Students answer warm-up questions in
their workbook

Development: (34 minutes)
Students will engage in independent studio
time. Students will be given a 25, 15, 10, and
5 minute mark. Students will be reminded
they have 1 days left.

Development:
Students will engage in independent
studio time.

Teacher will remind students of where to find
recorded demonstrations on techniques

Conclusion: (6 minutes)
Students will clean up their areas and return
materials to designated locations. Students
will be reminded to use plastic bags to keep
sculptures wet, or to start drying out areas
that are complete so it can be ready to fire.

Conclusion:
Students will clean up their areas and
return materials to designated locations.
Students will be reminded to use plastic
bags to keep sculptures wet.
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DAILY PLAN
Lesson Title: Motivation Ceramic Sculpture

Name: Georgi Beck
Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-shape -form -proportion -space -texture -balance -emphasis -balance -variety
Overall Lesson Objective: Given a PowerPoint presentation on the psychology of
motivation and discussion about what motivates artists, students will create a ceramic
sculpture of something that motivates them using techniques of pinch pot, slab and slip.
Daily Objectives:
-Given a demonstration on pinch pots, students will practice this technique and are able
to use it in their sculpture to create organic forms in their sculpture
-Given a demonstration on slab, students will use this technique to create geometric
forms in their sculpture
-Given a demonstration on how to slip and score stoneware, students will use this
technique to combine wet clay forms into one cohesive sculpture
-Given a PowerPoint presentation on the psychology of motivation, students can clearly
identify what motivates them and creates a sculpture of it out of ceramic

Assessment Criteria:
-Students identify what motivates them and creates a sculpture of it out of ceramic
-Students use the technique of pinch pot to create organic forms in their sculpture
-Students use the technique of slab to create geometric forms
-Students use the technique of slip and score to combine ceramic forms and create one
cohesive sculpture
Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation –Computer -Projector
-Artists: various famous photographs (Raising the Flag at Iwo Jima by Joe Rosenthal,
Louis Armstrong on Moon, Migrant Mother by Dorothea Lange, V-J Day in Times Square
by Alfred Eisenstaedt, Tank Man, Cotton Mill Girl by Lewis Hine)
Art Materials Necessary for the Lesson:
Art: -stoneware -kiln -color glazes -rolling pins –plastic bags -ceramic tools -forks -spoons
-small containers for water -brushes for glazing -cups for glaze -sticks for mixing glaze
Cleaning: -sponges -access to water -aprons

Teacher Directed Activities
Introduction: (5 minutes)
Students answer warm-up questions in their
workbook: (photography)
1.What is the motivation of photography?
2.Who has access to cameras today?
3.Do you recognize these moments? How
have they changed society?

Student Directed Activities
Introduction:
Students answer warm-up questions in
their workbook

Development: (34 minutes)
Students will engage in independent studio
time. Students will be given a 25, 15, 10, and
5 minute mark. Students will be reminded
they have 1 days left.

Development:
Students will engage in independent
studio time.

Teacher will remind students of where to find
recorded demonstrations on techniques

Conclusion: (6 minutes)
Students will clean up their areas and return
materials to designated locations. Students
will be reminded to start drying out areas that
are complete so it can be ready to fire.

Conclusion:
Students will clean up their areas and
return materials to designated locations.
Students will be reminded to start drying
out sculptures for firing

(UN.2L.1) 8 of 8
DAILY PLAN
Lesson Title: Motivation Ceramic Sculpture

Name: Georgi Beck
Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-shape -form -proportion -space -texture -balance -emphasis -balance -variety
Overall Lesson Objective: Given a PowerPoint presentation on the psychology of
motivation and discussion about what motivates artists, students will create a ceramic
sculpture of something that motivates them using techniques of pinch pot, slab and slip.
Daily Objectives:
-Given a demonstration on how to properly use glaze and paintbrushes, students will
glaze their fired sculptures

Assessment Criteria:
-Students will glaze their fired sculptures
Teaching Resources Needed to Support the Lesson:
-PowerPoint Presentation –Computer -Projector
Kahoot
(https://create.kahoot.it/share/ceramic-kahoot/d53628bf-8e82-486e-a7c1f166ef008c62)
Art Materials Necessary for the Lesson:
Art: -stoneware -kiln -color glazes -rolling pins –plastic bags -ceramic tools -forks -spoons
-small containers for water -brushes for glazing -cups for glaze -sticks for mixing glaze
Cleaning: -sponges -access to water -aprons

Teacher Directed Activities
Introduction: (8 minutes)
Teacher will start with a glaze demonstration.
Students will be reminded that their
sculptures are much more delicate now that
they’ve been fired and should proceed with
caution.

Student Directed Activities
Introduction:
Students
will
listen
to
glaze
demonstration and take notes as
needed)

Development: (30 minutes)
Students will glaze fired sculptures.
Students will be given a 20, 15, 10, and 5
minute warning.

Development:
Students will glaze fired sculptures

After 25 minutes, students will have time to
clean up materials and return everything to
designated locations

Students will clean up areas

Conclusion: (7 minutes)
Students will participate in kahoot game.

Conclusion:
Students participate in Kahoot Game

https://create.kahoot.it/share/ceramickahoot/d53628bf-8e82-486e-a7c1f166ef008c62

MOTIVATION CERAMIC
SCULPTURE
Unit 2
Project #1

Psychology of
Motivation
■ Motivation: the reason or reasons
one has for acting or behaving in a
particular way
■ Who are these people and what do
you think motivates them?
■ Do you have to be a certain age to
be motivated about something?

ARTISTS ARE MOTIVATED
FOR LOTS OF DIFFERENT
REASONS

Niam Jain

Alejandro Duran

Espuma (Foam), 2011, plastic bottles
Brotes (Shoots), 2014, toothbrushes

What do you think is the
motivation to make this work?

WHAT MOTIVATES YOU?

Project Assignment
■ Create a ceramic
sculpture that
represents something
that motivates you
■ Can be a hobby/activity
you do, a team you are
a part of, something you
want to become one
day…
■ A Theoretical Example
for Jake the Dog
■ Show me evidence of
brainstorming/research

DEMO TIME

DAY 3-7

CHARLOTTE MARY PACK
1.What animals do you see? What type of animals does this artist focus on?
2.What is the artist motivation to create these works?
3.Does using ceramics say anything about the balance of nature? (think about the nature of the material…)
Species Pots, Ongoing series, Ceramic

WASHED ASHORE SERIES
RECYCLED MATERIALS
1. How does the artists use the recycled materials? Do you think they paint the
materials or do they use the raw material and shape it to the animal?
2.What motivated the artist to use recycled materials? How is the medium
informing it’s message?
3.Is their intent similar to Charlotte Mary Pack? Are both sending the same
message?

Kintsugi

1.Why was this process
created?
2.If you broke an object
you loved, would you
throw it away or try to
fix it?

Soul Tattoos

1.What motivates the
tattoo artist to create
soul tattoos?
2.What motivates the
receiver of the tattoo to
go through this process?
3. Would you go through
this process? Why?

1.What is the motivation of photography?
2.Who has access to cameras today?
3.Do you recognize these moments? How
have they changed society?

Summative Motivation ceramic sculpture
0
Does not complete
(0 points)

Student uses stoneware
and glaze to create a
sculpture of something
that motivates them, and
student can clearly
explain why they chose to
create the sculpture
Students follow teacher
demonstration and use the
techniques of pinch pot to
create organic form, slab
to create geometric form,
and slip and score to
create a cohesive
sculpture
Student creates a
sculpture of something
that motivates them

1
Fails to meet expectations
(1-5 points)

Total/____________45
2
Attempts expectations
(6-10 points)

3
Meets expectations
(11-15 points)

Student does not use
stoneware and glaze to create
a sculpture of something that
motivates the student

Students create a sculpture
out of stoneware and glaze

Student creates a sculpture
of stoneware and glaze of
something that motivates
them, but student cannot
explain why they chose to
use specific glaze colors

Student creates sculpture from
stoneware and glaze of
something that motivates the
student and the student can
clearly explain why they
chose the glaze colors

Student does not follow
teacher demonstration and
does not use any of the 3
techniques in the sculpture

Student does not use all 3
techniques to create
sculpture, or sculpture is not
cohesive and does not stay
together in one form

Student follows teacher
demonstration but uses
less than 2 of the 3
techniques or sculpture is
somewhat cohesive

Student follows teacher
demonstration and creates a
cohesive sculpture that uses
all 3 techniques to
thoughtfully create organic
and geometric form

Student does not make a
ceramic sculpture

Student makes a sculpture of
something that does not
motivate them

Student creates a sculpture
of something that
motivates them but cannot
explain why they chose it

Student creates a sculpture
that embodies something that
motivates them and can
clearly describe why they
chose it
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THE ORGANIZED CLAY PROJECT

ABOUT ME

Tips and tricks for keeping clay projects organized in the elementary art room.
I use my "clay cart" for almost everything! It holds clay, tools, and projects at various times
during each clay project. You'll see that I also use the yellow totes from NASCO (not an
aﬃliate) for almost everything as well.
The totes are stackable and although they are not airtight, they keep clay moist when
combined with damp pieces of fabric. You could use any plastic box with a lid that is a

F O L LO W

similar size. I ordered 25, which was enough to accommodate most grade levels plus
storing clay scrapes.
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Classroom Visits
Color Lesson
Contrasting Colors
Drawing
Elements of Art
Lesson Ideas
Markers
Monsters
Oil Pastels
Organization Tips
Roll & Draw
Rubrics
Teaching Drawing
A little tip for keeping clay hydrated. Notice in the picture below (left), that I've scored the clay in the
plastic bag on top. I spray it with water before folding over the plastic bag. The water soaks in over
time and keeps the clay nice and wet without getting too gooey.

Technique Demos
Texture Rubbing
Wacky Birds
Watercolors

Another trick is to give students little dishes with damp sponges (pictured below on the right). I cut the
sponges up and have just a tiny bit of extra water in the dish. I demonstrate how to squeeze the extra

POPULAR POSTS

water out BEFORE using the sponge. Students can smooth out cracks when the clay gets too dry.
Students can use a little water with the sponges before joining two pieces of clay, and for smoothing
out the clay after joining. It works as good as slip when both pieces of clay are still wet. (Slip is best for
joining leather hard clay.)
The little orange things (pictured on the left) are ﬁnger stamping tools. The students love them! They
work for stamping in clay and as well as for printmaking (stamping with paint on paper).
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OP ART HEART TECHNIQUES

PICASSO FACE DEMONSTRATION
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If you'd like to pin this post to your Pinterest board, please use the image below.

For even more ideas, check out my Clay Techniques Pinterest board.
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The Psychology of What Motivates Us

BEHAVIORAL PSYCHOLOGY

Motivation: Psychological Factors That Guide
Behavior
By Kendra Cherry
Updated March 16, 2019
Share

Flip

Email

Illustration by Emily Roberts, Verywell

Motivation is de ned as the process that initiates, guides, and maintains goal-oriented
behaviors. Motivation is what causes you to act, whether it is getting a glass of water to
reduce thirst or reading a book to gain knowledge.

https://www.verywellmind.com/what-is-motivation-2795378
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The Psychology of What Motivates Us

A Closer Look at Motivation
Motivation involves the biological, emotional, social, and cognitive forces that activate
behavior. In everyday usage, the term motivation is frequently used to describe why a
person does something. For example, you might say that a student is so motivated to get
into a clinical psychology program that she spends every night studying.
"The term motivation refers to factors that activate, direct, and sustain goal-directed
behavior... Motives are the 'whys' of behavior—the needs or wants that drive behavior
and explain what we do. We don't actually observe a motive; rather, we infer that one
exists based on the behavior we observe."
(Nevid, 2013)
What exactly lies behind the motivations for why we act? Psychologists have proposed
di erent theories of motivation, including drive theory, instinct theory, and humanistic
theory. The reality is that there are many di erent forces that guide and direct our
motivations.

Components of Motivation
Anyone who has ever had a goal (like wanting to lose 20 pounds or run a marathon)
probably immediately realizes that simply having the desire to accomplish something is
not enough. Achieving such a goal requires the ability to persist through obstacles and
endurance to keep going in spite of di

https://www.verywellmind.com/what-is-motivation-2795378

culties.
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There are three major components to motivation: activation, persistence, and intensity.

Activation involves the decision to initiate a behavior, such as enrolling in a psychology
class.

https://www.verywellmind.com/what-is-motivation-2795378
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Persistence is the continued e ort toward a goal even though obstacles may exist. An
example of persistence would be taking more psychology courses in order to earn a
degree although it requires a signi cant investment of time, energy, and resources.
Intensity can be seen in the concentration and vigor that goes into pursuing a goal. For
example, one student might coast by without much e ort, while another student will
study regularly, participate in discussions, and take advantage of research opportunities
outside of class. The

rst student lacks intensity, while the second pursues his

educational goals with greater intensity.

Theories of Motivation
What are the things that actually motivate us to act? Psychologists have proposed
di erent theories to explain motivation:
Instincts: The instinct theory of motivation suggests that behaviors are motivated by
instincts, which are

xed and inborn patterns of behavior. Psychologists including

William James, Sigmund Freud, and William McDougal have proposed a number of basic
human drives that motivate behavior. Such instincts might include biological instincts
that are important for an organism's survival such as fear, cleanliness, and love.
Drives and Needs: Many of your behaviors such as eating, drinking, and sleeping are
motivated by biology. You have a biological need for food, water, and sleep. Therefore,
you are motivated to eat, drink, and sleep. Drive theory suggests that people have basic
Advertisement
biological drives
and that your behaviors are motivated by the need to ful ll these drives.

Arousal Levels: The arousal theory of motivation suggests that people are motivated to
engage in behaviors that help them maintain their optimal level of arousal. A person with
low arousal needs might pursue relaxing activities such as reading a book, while those
with high arousal needs might be motivated to engage in exciting, thrill-seeking
Advertisement

behaviors, such as motorcycle racing.

Extrinsic vs. Intrinsic Motivation
Di erent types of motivation are frequently described as being either extrinsic or
intrinsic. Extrinsic motivations are those that arise from outside of the individual and
often involve rewards such as trophies, money, social recognition, or praise. Intrinsic
motivations are those that arise from within the individual, such as doing a complicated
crossword puzzle purely for the personal grati cation of solving a problem.

A Word From Verywell
Prescribing Information
Medication Guide

But not our

https://www.verywellmind.com/what-is-motivation-2795378

5/11

4/30/2019

The Psychology of What Motivates Us

But not our
Indication
Understanding
motivation is important in many areas of life, from parenting to the
TYSABRI
(natalizumab) is a prescription medicine used
responsibility.
to treat adults with relapsing forms of multiple sclerosis
®

workplace.
You may want to set the best goals and establish the right reward systems to
(MS) to slow the worsening of symptoms common in
people with MS and to decrease the number of ﬂare-ups
motivate
others
as well
asprogressive
to increase your own motivation. Knowledge of motivating
(relapses). TYSABRI
increases
the risk of
multifocal leukoencephalopathy (PML). When starting and

factors
and manipulating
themto is used in marketing and other aspects of industrial
continuing treatment
with TYSABRI, it is important
discuss with your doctor whether the expected beneﬁt of

psychology.
an area
TYSABRI is enoughIt's
to outweigh
this risk.where there are many myths and everyone can bene t from
Importantwhat
Safety
Information
knowing
works
and what doesn't.
TYSABRI increases your risk of getting a rare brain
infection—called progressive multifocal
leukoencephalopathy (PML)—that usually leads to

Was this page helpful?

Advertisement

Article Sources

ARTICLE

How Psychology Explains Consciousness

LIST

Why Is Psychology Such a Popular Major?

https://www.verywellmind.com/what-is-motivation-2795378

6/11

4/30/2019

The Psychology of What Motivates Us

ARTICLE

How Do We Learn?

ARTICLE

A Quick Guide to Becoming a Master of Persuasion

ARTICLE

Understanding the Dynamics of a Fear Response

ARTICLE

Basics of Biological Psychology - the Brain and Behavior

https://www.verywellmind.com/what-is-motivation-2795378

7/11

4/30/2019

The Psychology of What Motivates Us

ARTICLE

The Diﬀerent Concept of How Learning Can Happen

LIST

6 Key Theories of Motivation

ARTICLE

How the Instinct Theory Explains Motivation

ARTICLE

The Psychology Behind Why We Wait Until the Last Minute to
Do Things

https://www.verywellmind.com/what-is-motivation-2795378

8/11

4/30/2019

The Psychology of What Motivates Us

LIST

More Willpower in Your Life Could Make You More Successful

ARTICLE

What Is Priming and How Does It Aﬀect the Psychology of
Memory?

ARTICLE

Compliance Techniques in Psychology Research

ARTICLE
https://www.verywellmind.com/what-is-motivation-2795378

9/11

4/30/2019

The Psychology of What Motivates Us

If Phobias Have a Biological Cause They Can Be Treated with
Medication

ARTICLE

Constructivism in Psychology and Psychotherapy

LIST

Psychology of Motivation and Reaching Your Goals

Daily Tips for a Healthy Mind to Your Inbox
Enter your email

SIGN UP

Follow Us

Disorders

Editorial Policy

About Us

Self-Improvement
https://www.verywellmind.com/what-is-motivation-2795378

10/11

4/30/2019

The Psychology of What Motivates Us

Psychology

Privacy Policy

Advertise

Cookie Policy

Careers

Terms of Use

Contact

Visit our other Verywell sites:
2019 About, Inc. (Dotdash) — All rights reserved
This site complies with the HONcode standard for trustworthy health information: verify
here.

Verywell is part of the Dotdash publishing family:
The Balance | Lifewire | Trip Savvy | The Spruce and more

https://www.verywellmind.com/what-is-motivation-2795378

11/11

(UN.2L.2) 1 of 4

Name: Georgi Beck
DAILY PLAN

Lesson Title: Tattoo Flash Sheets

Grade Level: High School

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
-Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
-Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
Daily Formal Qualities (Elements & Principles of Design):
-shape -line -form -value -proportion -color -scale
Overall Lesson Objective: Given a presentation and discussion about elements of
design in different tattoo styles, students will create their own tattoo flash sheet with at
least 3 of 4 designs in American Traditional style and one in a style of their choice that
students can clearly describe as connecting to their identity, history, or values.
Daily Objectives:
-Given three videos that outline the history, science, and process of tattoos with
understanding of intrinsic and extrinsic motivation, students can clearly identify what
motivates people to get tattoos in various situations
-Given a short overview of American Traditional Style tattoos, students will use this style
to practice basic elements of art including line, form, and symbolism to create 3-4 designs
that have personal significance to them

Assessment Criteria:
-Students clearly identify what motivates people to get tattoos based on understanding
of intrinsic and extrinsic motivation, personal story from the teacher, and videos on
history, science, and process of tattoos
-Students will use the style of American Traditional Style to create 3-4 tattoo designs with
personal significance to the student using line, form, and symbolism
Teaching Resources Needed to Support the Lesson:
-Youtube Videos(https://youtu.be/kxLoycj4pJY?t=78),
(https://youtu.be/kxLoycj4pJY?t=99) 1:39-4:12 & (https://youtu.be/kxLoycj4pJY?t=99)
-Examples of Flash Sheets -Projector -Computer -PowerPoint Presentation
Artists: -Sailor Jerry -Dustin Golden -Erin Boyle

Art Materials Necessary for the Lesson:
-workbook -sharpies -access to internet/books for research -Pencils -Erasers
-colored pencils

Teacher Directed Activities
Introduction: (28 minutes)
Teacher will begin with a presentation that
overviews:
-Intrinsic v. Extrinsic Motivation
-Science, Process, and History of Tattoos
-American Traditional Style Tattoo

Student Directed Activities
Introduction:
Students engage in presentation and
take notes when necessary. Students
will be critically thinking about what
motivates them and how they can
translate that into a tattoo.

During this presentation, students will view 3
short videos and engage in debate about
perspectives on tattoos. Students will learn
about the purpose of flash sheets and will be
tasked to create their own designs with at
least 3 being in the American Traditional
Style. Teacher will be asking questions:
1.Do you know anyone with a tattoo?
2.What motivates people to get tattoos?
3.Is tattooing an art form?
4.What defines the style of American
Traditional tattoos?
5.Is there only one way to make a tattoo?
Development: (14 minutes)
Students will begin brainstorming designs for
their tattoos. Students will need access to
the internet or computers for reference
pictures. Students will be reminded that they
have to create new unique designs that are
in the traditional style but have personal
significance.
Conclusion: (3 minutes)
Students will be instructed to put away
materials and clean up their area

Development:
Students will begin researching and
brainstorming for their tattoo flash sheet.
Students will be reminded to create
unique symbols and designs that have
personal significance.

Conclusion:
Students will put away materials and
clean up their area
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Tattoo Flash Sheets

Grade Level: High School

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
-Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
-Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
Daily Formal Qualities (Elements & Principles of Design):
-shape -line -form -value -proportion -color -scale
Overall Lesson Objective: Given a presentation and discussion about elements of
design in different tattoo styles, students will create their own tattoo flash sheet with at
least 3 designs in American Traditional style and one in a style of their choice that
students can clearly describe as connecting to their identity, history, or values.
Daily Objectives:
-Given a space to debate, students will discuss the perspectives of tattoos in various
cultures and hypothesize why someone might get a tattoo
-Given a handout on other tattoo styles students will have the opportunity to create 1 of
the 4 designs on their flash sheet in a different style
-Students will work on their flash sheets that have 4 total designs, with at least 3 being in
the American Traditional Style
-Given paper, pencils, workbooks, and sharpies, students will design 3-4 designs in a
tattoo flash sheet

Assessment Criteria:
-Students engage in debate about the perspectives on tattoos in various situations and
cultures
-Students will use the tattoo handout to research other tattoo styles if they would like to
include a different style in their flash sheet
-Students will work on their flash sheets that have a total of 4 designs
-Students will use paper, pencils, workbooks, and sharpies to create black and white
Tattoo designs for their flash sheet
Teaching Resources Needed to Support the Lesson:
-Computer -PowerPoint Presentation -Tattoo Style handout (5 copies)
-Photoshop Demo handout
Art Materials Necessary for the Lesson:
-workbook -sharpies -access to internet/books for research -Pencils -Erasers
-colored pencils -Photoshop

Teacher Directed Activities
Introduction: (15 minutes)
Teacher will begin the class with a personal
teacher example about tattoos.
Each
student two colored different post-it notes
and have them vote based on color. For
example, the teacher would say if you think
this tattoo is representational, raise the right
post it, and if you think it’s symbolic raise the
blue post-it notes. The teacher can then
engage students in asking why they chose
that specific post-it note definition.
Students will then build on the previous
lesson and be given a space to debate and
have critical discussion about reasons for
getting tattoos in various situations and what
perspectives exist on tattoos.
Development: (25 minutes)
Students will engage in research and studio
time for their flash sheets. Books and
internet access should be allowed to allow
for further research. Students will also be
encouraged to bring in their own printed
references. Students will be working on their
initial designs in their workbook before it can
be transferred to the final flash sheet.
Teacher will remind students that a total of 4
designs are needed for their sheet, but 1 of
the 4 can be in a style different than
American Traditional. A 15 minute, 10
minute, and 5 minute warning will be given.

Student Directed Activities
Introduction:
Students will engage in post-it debate
about a personal teacher tattoo example.
This will get students thinking about their
own personal designs. Students will be
expected to engage in class debate on
perspectives on tattoos in order to gain a
meaningful understanding of tattoos as
an art form for this lesson.

After 15 minutes teacher will go over
Photoshop Demonstration to transfer
designs onto 8 ½ by 11 inch sheet. This will
take away the students hang ups about
repeating the design an additional time and
will have a cleaner look.

Students will follow demo and take notes
as noted

Conclusion: (5 minutes)
Teacher will remind students to complete exit
ticket that question the debate:
Write 2-3 sentences on any of these
prompts:
o Something you learned
o Something you didn’t agree with
o Something you agreed with
o Something you wish you had known
o Something you want to know more
about

Conclusion:
Students complete exit ticket

Development:
Students will engage in research and
studio time for their flash sheets.
Students will be able to research other
tattoo style designs on their own from the
worksheet examples.

Students will clean up their area and put
away materials.
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Tattoo Flash Sheets

Grade Level: High School

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
-Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
-Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
Daily Formal Qualities (Elements & Principles of Design):
-shape -line -form -value -proportion -color -scale
Overall Lesson Objective: Given a presentation and discussion about elements of
design in different tattoo styles, students will create their own tattoo flash sheet with at
least 3 designs in American Traditional style and one in a style of their choice that
students can clearly describe as connecting to their identity, history, or values.
Daily Objectives:
-Given a handout on other tattoo styles students will have the opportunity to create 1 of
the 4 designs on their flash sheet in a different style
-Students will work on their flash sheets that have 4 total designs, with at least 3 being in
the American Traditional Style
-Given paper, pencils, workbooks, and sharpies, students will design 3-4 designs in a
tattoo flash sheet

Assessment Criteria:
-Students will use the tattoo handout to research other tattoo styles if they would like to
include a different style in their flash sheet
-Students will work on their flash sheets that have a total of 4 designs
-Students will use paper, pencils, workbooks, and sharpies to create black and white
Tattoo designs
Teaching Resources Needed to Support the Lesson:
-Computer -Projector -Youtube (https://youtu.be/giMo5avTyLM)
Art Materials Necessary for the Lesson:
-workbook -sharpies -access to internet/books for research -Pencils -Erasers
-colored pencils -Photoshop

Teacher Directed Activities
Introduction: (7 minutes)
Students will answer daily warm-up
questions in their workbook:
Kids Design Tattoos for their Parents
1.Would you let a kid you know (younger
sibling, child at work, your own kid) design a
tattoo for you? Why or why not?
2.Do tattoos always have to be meaningful?
Why or why not?

Student Directed Activities
Introduction:
Students answer warm-up questions in
their workbook

Development: (35 minutes)
Students will engage in research and studio
time for their flash sheets. Books and
internet access should be allowed to allow
for further research. Students will also be
encouraged to bring in their own printed
references. Students will be working on their
initial designs in their workbook before it can
be transferred to the final flash sheet.
Teacher will remind students that a total of 4
designs are needed for their sheet, but 1 of
the 4 can be in a style different than
American Traditional. A 15 minute, 10
minute, and 5 minute warning will be given.

Development:
Students will engage in research and
studio time for their flash sheets.
Students will be able to research other
tattoo style designs on their own from the
worksheet examples.

Students will be reminded that they need to
give themselves time to transfer their
designs into Photoshop
Conclusion: (3 minutes)
Students clean up their area and return
materials to designated locations

Conclusion:
Students clean up their area and return
materials to designated locations
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Tattoo Flash Sheets

Grade Level: High School

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
-Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
-Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
Daily Formal Qualities (Elements & Principles of Design):
-shape -line -form -value -proportion -color -scale
Overall Lesson Objective: Given a presentation and discussion about elements of
design in different tattoo styles, students will create their own tattoo flash sheet with at
least 3 designs in American Traditional style and one in a style of their choice that
students can clearly describe as connecting to their identity, history, or values.
Daily Objectives:
-Given a handout on other tattoo styles students will have the opportunity to create 1 of
the 4 designs on their flash sheet in a different style
-Students will work on their flash sheets that have 4 total designs, with at least 3 being in
the American Traditional Style
-Given paper, pencils, workbooks, and sharpies, students will design 3-4 designs in a
tattoo flash sheet

Assessment Criteria:
-Students will use the tattoo handout to research other tattoo styles if they would like to
include a different style in their flash sheet
-Students will work on their flash sheets that have a total of 4 designs
-Students will use paper, pencils, workbooks, and sharpies to create black and white
Tattoo designs
Teaching Resources Needed to Support the Lesson:
-Computer -Projector -YouTube (https://youtu.be/hCNJwLpZs6o)
Art Materials Necessary for the Lesson:
-workbook -sharpies -access to internet/books for research -Pencils -Erasers
-colored pencils -Photoshop

Teacher Directed Activities
Introduction: (7 minutes)
Students will answer daily warm-up
questions in their workbook:
Ezrah Dorman
1.Do you have to be a certain age to be good
at something?
2.How did Ezrah learn to tattoo?
3.Have you ever been told you can’t do
something because of how old you are?

Student Directed Activities
Introduction:
Students answer warm-up questions in
their workbook

Development: (35 minutes)
Students will engage in research and studio
time for their flash sheets. Books and
internet access should be allowed to allow
for further research. Students will also be
encouraged to bring in their own printed
references. Students will be working on their
initial designs in their workbook before it can
be transferred to the final flash sheet.
Teacher will remind students that a total of 4
designs are needed for their sheet, but 1 of
the 4 can be in a style different than
American Traditional.
A 15-minute, 10
minute, and 5 minute warning will be given.

Development:
Students will engage in research and
studio time for their flash sheets.
Students will be able to research other
tattoo style designs on their own from the
worksheet examples.

Students will be reminded that this is the last
day to complete their designs and transfer
them into Photoshop.
Conclusion: (3 minutes)
Students clean up their area and return
materials to designated locations

Conclusion:
Students clean up their area and return
materials to designated locations

PSYCHOLOGY OF MOTIVATION

Unit 2
Project #1

MOTIVATION

•Extrinsic
Motivation:
individual who is
motivated by outside
forces to complete a
task
•Intrinsic Motivation:
individual who is
motivated by inner
forces to complete a
task, does a task for
the sake of doing a
task and not for a
reward

TATTOO FLASH SHEETS

Unit 2
Project #2

WHAT IS A TATTOO?
Do you know anyone
with a tattoo?
Are tattoo artists
intrinsically or
extrinsically motivated
to tattoo?

THE PROCESS

CLOSE-UP (1:39 TO 4:12)

HISTORY OF TATTOOS

MOTIVATION OF TATTOOS
What do you think motivates
people to get tattoos?
Is it extrinsic (receiving a reward)
or intrinsic (for the sake of
interest/curiosity)

oNorman Keith Collins (Sailor
Jerry)
oFollowing World War II
millions of soldiers were
getting tattoos in the name
of patriotism
oSince soldiers didn’t know if
they would be returning they
didn’t care about reputations
changing

AMERICAN TRADITIONAL

AMERICAN TRADITIONAL
vWhat do you see?
vWhat is the style?
vWhat do you think soldiers would get tattooed
besides this?
vAre these tattoos symbolic?

ØBold Black Lines
ØIconographic Designs (Symbolism)
ØLimited Color Palette
ØYellow
ØGreen
ØRed
ØBlack

AMERICAN TRADITIONAL STYLE

TATTOO FLASH

THE ASSIGNMENT
vCreate a Flash sheet with 3-4 Designs
vDesigns have to be symbolic for your identity, or
things that motivate you
vDesigns will be American Traditional Style in
Black and Gray
vHave the option of making 1 design in another
style (Day 2)
vShow me evidence of brainstorming/research in
your workbook
vWill not accept
vEstablished symbols UNLESS they have been
changed with teacher approval to become your
own design
vSchool Appropriate

ØMy first tattoo was meant
to commemorate Sissy Girl
ØIs this tattoo a symbol?
ØWhat do you think Miss
Beck’s motivation for getting
this tattoo was? (intrinsic or
extrinsic)

MISS BECK’S MOTIVATION FOR
TATTOOS - DAY 2

VIEWS ON TATTOOS
Tattoos disfigure the body
Tattoos are painful and not worth it
Tattoos have been used historically as
a way to identify prisoners, criminals,
and gangsters

Tattoos are a right of passage in
some cultures
Tattoos are a form of self-expression
Tattoos have been used to mark
important times/accomplishments

EXIT TICKET
At some point during the rest of class write about
the debate we had
Write 2-3 sentences on any of these prompts:
Something you learned
Something you didn’t agree with
Something you agreed with
Something you wish you had known
Something you want to know more about

DAY 3

Kids Draw Tattoos For their Parents

1.Would you let a kid
you know (younger
sibling, child at work,
your own kid) design
a tattoo for you?
Why or why not?
2.Do tattoos always
have to be
meaningful? Why or
why not?

DAY 4 –EZRAH DORMAN

1.Do you have to be a
certain age to be good
at something?
2.How did Ezrah learn to
tattoo?
3.Have you ever been
told you can’t do
something because of
how old you are?

Tattoo Styles
Realism
•Style
meant to
create
realistic
subjects
•lack of
bold
outlines,
soft
textures,
accuracy of
subject

Josh Lin(left) @joshlintattoo & Esther Garcia(Right, Black Oak Tattoo @butterstinker

Ryan Malarky (Left) @ryanashleymalarkey & Erick Holgiun (Right) @thetattooninja

Neo Traditional
•Expands on
Traditional
tattoos by
including a
wider color
palette and
expanded
subject matter
•relies on bold
lines and colors

Erin OConnor (Left and Middle) @sweetpeachtattoos & Alex Dörfler (Right) @alex_sances_one

Watercolor
•Style
meant to
emulate
watercolor
techniques
•Soft,
whimsical,
gradations
important,
bold and
bright
colors, less
outlines

Ondrej Konupcik(Left) & Phil Kwan (right)
•Saegeem
tattoo on
the right is
a
replication
of a Monet
painting

Sasha Unisex (Left) & Saegeem (Right)

Tribal
•bold lines,
limited palette,
symbolism and
storytelling
•oldest form of
tattooing
•many different
styles
Relies on
patterns and
repetition

Deano Robertson (Left) @deano_robertson & Michelangelo (@michelangelotattoo)

•Dwayne the
rock johnson
with a
polynesian
tattoo (left)

New School
•relies on wacky and
bold color palettes,
over the top and
dramatic features,
and uncommon or
scary subject matter
•animated/cartoonish
look
•style common in
1980’s/1990’s
•exaggerated
depictions
Kelly Doty(right) @kellydotylovessoup, Jamie Ris (left) @jamieris, & Jessie Smith
(middle) @jessesmithtattoos

Japanese
•established set
of symbolism and
meaning
•use of strong
lines, bold colors,
•folklore,
heroes/heroines,
mythical
creatures
•established rules
about placement
on body, what
symbols go with
what, etc…
Dustin Golden (Left) @dminus12 & Akatsuki (Right) @akatsuki_tattooer

•originated
during Edo Period
(1603-1868)
alongside ukiyo-e
woodblock
•tebori style
“hand-carved”
includes use of
rods to push ink
into skin

Horoishi III, Tebori style

Blackwork
•subject is open
to interpretation
•Line work alone
typically
•everything from
sacred geometry,
illustrative,
abstract designs…

Grim Nicholas (Left) @grimnicholas, & Emily (Right) @magictatty

Geometric
•typically done
in black ink
•sacred
geometry tattoos
common
•depends on
linework to be
precise

Salai Changa (left) @salai_changa & Handsmark (Right) @handsmark

Illustrative

•wide range of
subject matter
and stylistic
choices
•typically artist
blend of style
with their own
and illustrative
work
•meant to look
like they belong
on canvas/paper
Soleffe (Left) @soleffe, Julieta Garcia (Middle) @ladyju_tattoo, Jacob (Right) @blackbearwhiskey

Chicano Style
•steeped in
history of
Mexican
revolution, los
angeles low
riders, and
Pachuco culture
•developed in
prisons by artists
who used limited
tools to create
what they
missed on the
outside

Chuco Moreno, (left) & Freddy Negrete

Artist Choice
•becoming more
popular, artists
are working solely
in a style that is
reflective in their
studio practice
•once they have
established basis
of tattoo
techniques, they
typically expand
to working solely
in the style of
their choice
Keara McGraw (Left) @4thgradegoth & Mike Boyd (Right) @mikeboydtattoo

•these are gaining
popularity as
people are
beginning to see
tattoo as an art as
opposed to a
simply a marking

(left) @zzizziboy, Sonia Lazo (middle) @sonialazo, & Genevieve FT (right) @genevieveft.tattoo

Sam Douglas (Left) @bodyruiner & Suki (Right) @sukilune

Summative Tattoo flash sheets
0
Does not complete
(0 points)

Total___________/75
1
Fails to meet expectations
(1-5 points)

2
Attempts expectations
(6-10 points)

3
Meets expectations
(11-15 points)

Student creates a “flash sheet”
with at least 3 designs in the
American Traditional style,
with the option of making the
4th design in a different tattoo
style
Student follows Photoshop
demonstration and places their
designs into a new document
on Photoshop that gives their
final flash sheet a clean look

Student does not create tattoos
in the American traditional
style

Student creates less than 2
designs in the American
Traditional style

Student creates 3 designs that
attempt the American
Traditional style of bold lines
and limited color palette, but
are not symbolic

Student 3 designs in the
American Traditional style of
bold black lines, limited color
palette, and are symbolic

Student does not create clean
final flash sheet

Student has 3 or less designs
on a final flash sheet

Student follows
demonstration and has all 4
designs on their sheet, but
does not arrange them
thoughtfully

Student uses workbooks,
research materials, pencils,
sharpies, and colored pencils
to create 4 “tattoo” designs
that are symbolic, have
personal significance, or tell a
story about that student
Student knowledge of
intrinsic and extrinsic
motivation is reflected in their
tattoo design, student can
identify if design is extrinsic
or intrinsic
If student created a 4th design
in a different style, student
can identify what style it fits
in and is cleanly done

Student does not create 4
designs

Student recreates common
designs that have already been
created and do not have
personal significance to the
student but has 4 total designs

Student puts some thought
and research into their tattoo
designs and creates 4 total,
but only makes 2 designs that
are unique to them

Student follows Photoshop
demonstration properly and
puts their designs on a new
Photoshop document and
arranges the designs
thoughtfully
Student thoughtfully creates 4
designs by researching and
creates personally significant
tattoo designs that are unique
to the student and tell a bigger
story about themselves

Student does not create any
designs that are based in the
student’s motivation and
cannot identify it in their
designs

Student does not consider
motivation in creating their
tattoo designs but can theorize
what motivated each design

Student can theorize what is
the motivation of creating
each design but did not
thoughtfully choose the
designs

Student can explain what
motivated the creation of each
design and why they chose the
subject of each design

Student creates additional
design, but it is not cleanly
done and student cannot
identify what style it fits in

Student makes optional design
in a different style but cannot
identify what style it fits
under

Student makes optional design
and cleanly executes the
design but can’t identify what
style it fits in

Student can identify what
style the optional design fits
in, and the design is done
cleanly and thoughtfully
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American Traditional Tattoos History - Sailor Jerry

WHO IS SAILOR JERRY
TATTOOS
RUM RECIPES
BLOG
SHOP

THE HISTORY OF TATTOOS
IN 1991, A FROZEN BODY WAS DISCOVERED WITH 57 TATTOOS. IT WAS 5000
YEARS OLD. TATTOOS HAVE ALSO BEEN FOUND ON MUMMIES AND 3,000YEAR-OLD FIGURINGS. IN SOME ANCIENT CULTURES, IT WAS MATTER OF
RELIGION. IN OTHERS, IT WAS A MARK OF WEALTH AND ARISTOCRACY. IN
HAWAII, TATTOOS WERE USED TO SAFEGUARD HEALTH (UNTIL STICK-IN-THE-MUD
MISSIONARIES MADE THEM STOP).

But Western society took longer to get into it. If you were a proper gentleman on the
streets of London or Paris in the 1600s, you did not have a tattoo (although you were
probably sporting a codpiece). Finally, by the 1700s, there was a kind of man who looked
at the world differently — who fled the safety and constraints of civilization for another
kind of existence. That’s right, we’re talking about sailors. According to what records
exist, it was the men on Captain James Cook’s crew who first chose to get tattoos as
mementos of their journey to the great tattoo cultures of Japan, China and the Pacific
Islands. And that’s pretty much how it stayed for the next 200 years or so.

https://sailorjerry.com/en/tattoos/overview/
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TATTOOS WERE THE PROVINCE OF PEOPLE LIVING OUTSIDE THE CONSTRAINTS OF
MAINSTREAM SOCIETY — SAILORS, HOBOS AND CIRCUS FREAKS.
The closest tattoos brushed against accessibility was on the arms of enlisted servicemen
(officers rarely dared to ink themselves), who often got tattoos to signify their military
unit, the battles they fought in and the number of enemies they killed.

https://sailorjerry.com/en/tattoos/overview/
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Then came WWII, when millions of young American men who would have otherwise
been upstanding vanilla-looking, cardigan-wearing citizens, were thrust into war.
The Japanese invasion of Pearl Harbor, just West of Honolulu, became a crossroads
and the ultimate shore leave destination for millions of servicemen – it was also
home to the tattoo shop of a heavily inked former Navy man named Norman Collins,
aka Sailor Jerry.
Whatever quaint certainties these men were counting on were now overshadowed by
the trials and hazards of battle — they didn’t know if they’d make it out and
if they did, the last thing they were worried about was some snotty
banker giving them crap about their tattoo.

It was on the backs, shoulders and arms of men like these where Sailor Jerry built his rep
and changed the world of tattoos. Jerry combined vivid color, bold iconography and
sheer artistic ambition to create a new kind of tattooing. He was also the first Westerner
to correspond with and learn directly from the great Japanese tattoo masters. He
mastered their techniques and vowed to “beat them at their own game” — which he did by
combining their techniques with his own gusty American sensibility to come up with a new
style of tattooing. Refined, bold and iconic. Sometimes beautiful. Sometimes bawdy.
Oftentimes both. Beyond this, he was also innovative on a more technical level,
pioneering modern tattoo machine configurations, sterilization techniques and purple ink.

https://sailorjerry.com/en/tattoos/overview/
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By the 50’s and 60’s, Americans getting tattoos included the most aggressive elements of
counterculture, outlaw biker gangs, convicts and others without the desire or expectation
to “move up” in society. It was one thing to stand out by wearing a leather jacket and
greasing back your hair. But it took another level of commitment to inscribe your body
with an image that permanently states your beliefs, affiliation or anti-establishment
attitude. By the late 70’s and early 80’s, getting aggressively tattooed and pierced
became a mark of punk culture’s disdain for conformity and social mobility. And the
range of things that people express with tattoos continues to widen.

https://sailorjerry.com/en/tattoos/overview/
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Yet through it all, Jerry's old-school tattoo influence is more pervasive
than ever — his style, color palette and technical innovations remain an
indelible part of the tattoo world. Jerry's flash designs remain wildly
https://sailorjerry.com/en/tattoos/overview/
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popular at tattoo shops everywhere. And the union of boldness and
complexity Jerry achieved with his work continues to be a hallmark of
the form.
No matter how much tattooing has evolved, the basics haven't changed.
It hurts. And it doesn't go away. It still takes a certain amount of guts
to mark yourself for the rest of your life. Which is exactly how it ought
to be.

WANT TO FIND OUT MORE?

TATTOO FLASH MEANINGS

https://sailorjerry.com/en/tattoos/overview/
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RUM RECIPES

CRAFTED IN HONOR OF
NORMAN 'SAILOR JERRY' COLLINS
FATHER OF THE OLD-SCHOOL
1911-1973
CONTACT SAILOR JERRY
TERMS & CONDITIONS
PRIVACY POLICY
GREAT COCKTAILS START WITH RESPONSIBLE MEASURING
Respect his legacy. Drink Sailor Jerry responsibly.
©2019 Sailor Jerry Spiced Rum, 46% Alc./Vol. William Grant & Sons, New York, NY.
www.responsibility.org
US
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WHO IS SAILOR JERRY
TATTOOS
RUM RECIPES
BLOG
SHOP

TATTOO MEANINGS

Old-school tattoos are rooted in the American serviceman’s interpretation of traditions
and symbols that go back thousands of years. Every tattoo or ‘Flash’ is a personal
statement but there are certain common meanings. Here are a few of our favorite
Tattoo Meanings.

SWALLOW TATTOOS
In addition to indicating that a sailor had sailed 5000 miles, swallow tattoos are also
associated with the idea of return. This "return" symbolism is rooted in two ideas. The
first was the swallow's famous migration pattern, always returning home to San Juan
https://sailorjerry.com/en/tattoos/
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Capistrano. Second, it was believed that if a sailor dies at sea, birds carry his soul home
to heaven.

ANCHOR TATTOOS
At sea, the anchor is the most secure object in a sailor's life, making it the perfect
representation of stability. This is why you'll often see anchor tattoos emblazoned with
"Mom" or the name of a sailor's sweetheart (the people who keep them grounded).
Anchors have become popular within general tattoo culture over the years, but the
symbolism is still the same. It's a reminder of what keeps you steady.

https://sailorjerry.com/en/tattoos/
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SHARK TATTOOS
Sailor Jerry’s attitude toward sharks embodied those of many a sailor. You want to hate
’em, but you gotta love ’em. Sometimes animal tattoos are about taking on its traits. A
lion shows you’re brave. A panther shows you’re tough. But a shark’s more about what
you overcome. A shark on your arm says you’re willing to stand your ground. It says
you’re not about to become someone else’s seafood.

https://sailorjerry.com/en/tattoos/
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DRAGON TATTOOS
Jerry deeply admired the work of Japanese tattoo masters and was the first Westerner to
enter into regular correspondence with them. Yet he was also determined to beat them at
their own game. Jerry's dragon tattoos, clearly Asian in nature, embody these conflicting
attitudes. They’re more like exotic ghosts than living beings — like totems of an earlier,
fascinating era.

https://sailorjerry.com/en/tattoos/
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SKULL TATTOOS
A tattoo is one of the few indelible decisions we make in life, representing a commitment
to your dying day — this is one reason skulls and death themes are big. The other is that
tattoos, in the ancient world and in Jerry's day, were often the marks of warriors,
mercenaries and adventurers – people whose life choices represented coming to terms
with death (“Death Or Dishonor”) or perversely inoculating one's self against it (“Rats Get
Fat While Brave Men Die”).

https://sailorjerry.com/en/tattoos/
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HAWAII TATTOOS
After WWII, Jerry remained on his beloved Hawaiian Islands the rest of his life. He loved
its beauty and exoticism and that it was as far away as he could get from a world he
increasingly viewed as a screwed-up place, devoid of honor and conviction. From his
legendary hula girl to more scenic pieces, his Hawaii tattoos reflected his sense of the
islands as a kind of paradise on earth.

https://sailorjerry.com/en/tattoos/
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MILITARY TATTOOS
Being in the service isn't just a job, it's an epic chapter of life. One where buddies can
save your life and one decision can determine your fate. This intensity breeds an
appetite for ink, for tattoos that commemorate a fallen comrade, that link a man to his
platoon, flight crew, or ship...and that declare a particular military credo, such as the
marines “Semper Fi”.

https://sailorjerry.com/en/tattoos/
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SNAKE TATTOOS
Snake tattoos represent potency and power. Unlike panthers, which are usually depicted
in mid-action, snakes are typically shown coiled and ready to strike, representing a
don't-tread-on-me sensibility, thus warding off evil, misfortune and potential brawls.
Sailor Jerry's favorite snake to ink was a King Cobra.

https://sailorjerry.com/en/tattoos/
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PANTHER TATTOOS
Panthers are usually inked as totems of prowess and virility, sometimes also symbolizing a
connectedness to nature. Sailor Jerry's panther tattoos are particularly ferocious and
masculine – drawn with red, often bloody claws, open jaws and occasionally in the
company of a naked woman (who, for some reason, Jerry always made a redhead).

https://sailorjerry.com/en/tattoos/
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LUCKY 13 TATTOOS
There's a long-standing tradition in tattoo culture of celebrating that which others fear
(hence the thematic prevalence of things like skulls and knives). Sailor Jerry's Lucky 13
motif is probably the most famous set of tattoo designs that flip a bad luck symbol on its
head. The series showcases Jerry's iconic design sense along with his sense of humor.

EAGLE TATTOOS
Eagles are symbols for America, representing honor, prowess and intelligence. For Sailor
Jerry, as a patriot who was acutely aware of (and vocal about) the shortcomings of his
country, the Eagle was a symbol of his idealized America. A country that stands with the
courage of its convictions and backs down for no one. Jerry's eagle tattoos are fierce
and iconic, often depicted in association with the flag.

https://sailorjerry.com/en/tattoos/
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PIN-UP GIRL TATTOOS
Pin-up girls represent the ideal and extremes of femininity — from maidenly perfection to
vixen-ish temptation. The woman inked on a sailor's arm would be the only feminine form
he would see for months. Applying his bold, refined style to the pin-up, Sailor Jerry
created what could be argued as the world's most iconic pin-up tattoos.

https://sailorjerry.com/en/tattoos/
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SHIP TATTOOS
For a sailor, ships are both practical and metaphorical. It's where you go for work – but
also for meaning and adventure. Sailor Jerry loved ships and held master papers on every
major type of vessel. His legendary clipper ship tattoos represent both the call to
adventure and the determination to be "Homeward Bound". And they're eminently
seaworthy – Jerry always inked his riggings to be nautically accurate.

https://sailorjerry.com/en/tattoos/
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HEART TATTOOS
A sailor staring down a long stint at sea- including the possibility of not returning homeoften wanted a heart tattoo to keep his loved ones close. Sometimes these hearts were
just images. Other times, they read "Mom" or featured the name of a special girl. Hearts
still remain one of the most popular tattoos for both sailors and civilians.

https://sailorjerry.com/en/tattoos/
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NAUTICAL STAR TATTOOS
Representing the North Star (historically used by sailors use for navigation) a nautical
star tattoo was believed to keep a sailor on course. As such, they were also considered
to help guide a sailor home.

PIG AND ROOSTER TATTOOS
The superstition behind this tattoo has to do with the wooden cages where roosters and
pigs were kept in on ships. When ships wrecked, the lightweight wooden frames became
personal flotation devices, giving them a surprising survival rate. A sailor hoping for
good luck would get a rooster tattoo on top of the right foot and a pig tattoo on top of
the left.

https://sailorjerry.com/en/tattoos/
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SHELLBACK TURTLE TATTOOS
Like a ship at full mast, a shellback tattoo showed a sailor's experience at sea. Once a
sailor crossed the equator, he earned the right to get a turtle inked on his body. The
longer someone had spent at sea, the more tattoos they could show off.

WANT TO FIND OUT MORE?

https://sailorjerry.com/en/tattoos/
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TATTOO HISTORY

RUM RECIPES

https://sailorjerry.com/en/tattoos/

16/17

4/30/2019

Tattoo Meanings - Swallows, Anchors, Sharks - Sailor Jerry

CRAFTED IN HONOR OF
NORMAN 'SAILOR JERRY' COLLINS
FATHER OF THE OLD-SCHOOL
1911-1973
CONTACT SAILOR JERRY
TERMS & CONDITIONS
PRIVACY POLICY
GREAT COCKTAILS START WITH RESPONSIBLE MEASURING
Respect his legacy. Drink Sailor Jerry responsibly.
©2019 Sailor Jerry Spiced Rum, 46% Alc./Vol. William Grant & Sons, New York, NY.
www.responsibility.org
US

https://sailorjerry.com/en/tattoos/

17/17

4/30/2019

Skin Stories | PBS

PBS.org

Show Air Date: May 4, 2003 at 10:30 p.m. on PBS (check local listings)
Skin Stories is an anthology of stories and stunning images gathered from the hot
spots of Pacific tattoo: from the steaming landscape of Rotorua in New Zealand to
the vibrant gathering of the first international tattoo convention in Apia, Samoa;
from the terraced, lush taro fields of Maui to the golden beaches of O’ahu and
California.
Explore some of the cultures which inspired this art form, and trace
the spread of tattoo through the Pacific Islands
Learn the deeper cultural meanings of tattoo
Meet some of the most respected tattoo artists
See examples of tattoo art in our Photo Gallery
Send an epostcard to your friends
Read viewers’ personal tattoo stories from our discussion board
Explore the varied stories of those who have chosen to receive tattoo
Learn the meaning of the Polynesian words used throughout this Web site.

Sponsors | About the Program | Contact | Purchase | Resources | Air Dates

Be more creative. Help bring programs like Skin Stories to your PBS station...pledge online!
©2003 Pacific Islanders in Communications, PBS Privacy Policy
Navigation symbols inspired by traditional Pacific Islander tattoo designs.
Photos on this page by Eliza TrepaniaCarter, and Monte Costa.

Produced by:
http://www.pbs.org/skinstories/
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Here's a Search
quick rundown on the major tattoo styles of the contemporary
tattoo scene.
When it comes to selecting the right style for a brand new tattoo, it is important to
know how to talk the talk before just walking into a shop and requesting some ash off
the wall. That's why we thought it would be helpful to give you our insider perspective
on the most prominent tattoo styles in the industry today. After reading this, you'll be
able to tell a traditional piece from a Japanese one at a glance, distinguish between
neo-traditional and new school without breaking a sweat, and see the differences in
blackwork and tribal designs without batting an eye.

1. Traditional
The traditional style is known for its bold lines, bright colors, and iconic designs like
roses, anchors, and gorgeous lady heads. With heavy hitters in the history of
Traditional like Sailor Jerry, Don Ed Hardy, Bert Grimm, and Lyle Tuttle, this style of
tattooing is one of the most well-known and beloved aesthetics within the tattoo
community. They're gorgeous from the get go, age beautifully, and are lled with the
history of tattooing. You can't really go wrong with a piece in this genre!
Old school (Traditional) tattoo artists: Myke Chambers, Anthony Low, Brian David
MacNeil...

21

41

164

405

31

37

2. Realism
Though classic realism has been a part of the ne art since as far back as the
Renaissance, it only found its way to the world of tattoos recently, cropping up around
https://www.tattoodo.com/a/2016/02/a-beginner-s-guide-10-tattoo-styles-explained/
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the latter half of the 20th century. Since then, the style has become increasingly
Search
re ned and extremely popular. As it now stands, you can nd jaw-dropping color and
black and grey portraits of pretty much any celebrity you can think of as well as
realistic depictions of nature and just about anything else imaginable, even the surreal.
Realism tattoo artists: Kevin Ibanez, Igor Sto, Kade...

2385

2252

14

10

1477

3171

3. Watercolor
The watercolor style is currently in vogue. It's in extremely high demand by the most
recent generation of tattoo enthusiasts, who seem to be looking for something new to
match the new millennium. It looks like what it sounds like, as if rendered with a brush
dabbled in watery pastels. However, looks can be deceiving, while it's easy to create
this aesthetic when working with actual watercolors on paper or canvas, doing it with
ink on the human body is no simple feat. Still, artists make all sorts of whimsical and
poetic pieces using this innovative approach to tattooing.
Watercolor tattoo artists: Sasha Unisex, Graf ttoo, Marco Pepe...

162

197

https://www.tattoodo.com/a/2016/02/a-beginner-s-guide-10-tattoo-styles-explained/
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63

48
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Tribal tattoos — i.e. indigenous body art — are the oldest in the world, dating back
thousands of years. This style should actually be thought of as multiple styles or more
so different traditions of tattooing from aboriginal communities all around the globe.
These diverse and beautiful styles are frequently referred to under the umbrella term
"tribal," but to the trained eye, Polynesian body art is distinctive from Marquesan just
like tattoos on Inupiaq matriarchs' faces are different from those found on Berber
women. Though these styles are all unique, they are somewhat similar— almost always
done in black with elaborate patterns.
Tribal tattoo artists: Jondix, Seth Arcane...

68

71

1396

2416

50

56

5. New School
Don't let the name fool you, new school isn't really all that new anymore. It rose to
prominence in the weirdness that was the late '80s and early '90s, but lately it has
waned in popularity. This is probably because it was very much a product of its time,
featuring a highly animated aesthetic that takes after popular entertainment from that
period in American history. The style is cartoonish and wacky, featuring caricatures
and other exaggerated gures. If you're the sort of person who likes their body art
injected with the spirit of Ren and Stimpy, then this comic style is for you.
New school tattoo artists: Ed Perdomo, Onnie O'Leary...
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27

17

35

41

85

108

6. Neo Traditional
Neo-traditional, as the name implies, is an evolution of the traditional style. It features
the core properties of its predecessor, like pronounced linework and extremely vibrant
colors but it also has a illustrative quality to it. This is because Neo-traditional artists
are highly in uenced by Art Nouveau and Art Deco aesthetics. Pieces done in this style
are known for their lush, decorative details as well as the use of natural imagery such
as orals and animals.
Neo-traditional tattoo artists: Miss Juliet, Megan Massacre, Antony Flemming...

98

122

120

94

94

99

7. Japanese
The traditional Japanese style, aka Irezumi, originated during the Edo period (16031868) alongside ukiyo-e — woodblock prints that were hugely popular among the
merchant class at the time. Because of this, the icons found in this time-tested genre of
body art come from the country's age-old folklore, featuring tattooed heroes from the
Suikoden and mythological creatures like dragons, kirins, and phoenixes. In short, every
tattoo done in this style tells a story about Japans rich past, and beyond their dramatic
smoke and wave lled appearance, this is what makes Irezumi masterpieces so
powerful.
Japanese style tattoo artists: Claudia De Sabe, Christopher Henriksen, Sergey
Buslaev...
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41

31

41

60

65

46

8. Blackwork
Stylistically speaking, blackwork is a very broad categorical term. It applies almost any
body art that's created using solely black ink, but as you can imagine, a lot can be done
with this versatile and striking color. Looking through blackwork artists portfolios,
you'll see everything from ancient sacred geometry to modern abstract ornamental
designs to extremely detailed illustrative pieces. It is hands down the style where the
most experimentation is currently occurring in the industry, and some of the work
being produced today is absolutely mind-blowing.
Blackwork tattoo artists: Vale Lovette, Lupo Horiokami, Jondix...

311

592

326

528

490

1003

9. Illustrative
A large variety of work can be called Illustrative, and that is because there are so many
techniques and art movements that inspired it! From etching and engraving, to abstract
expressionism, and even ne line calligraphy, this style is extremely versatile. Many
artists who work in this style will blend their own aesthetic with it to create a whole
new style of their own...but as long as their tattoos look like they could belong on a
piece of paper or a canvas hanging up in gallery, you know it's Illustrative!
Illustrative tattoo artists: Mick Hee, Servadio, Noel'le Longhaul...
https://www.tattoodo.com/a/2016/02/a-beginner-s-guide-10-tattoo-styles-explained/
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83

132

193

269

92

152

10. Chicano Style
The Chicano style has so much cultural in uence that it has gone on to in uence other
styles as well. Steeped in the history of things such as the Mexican Revolution, Los
Angeles low-riders and Pachuco culture. Born behind bars, the aesthetic evolved from
artists in prison who used what few materials they had to beautifully capture what they
loved and missed on the outside. Usually ne line, black and grey, and wrapped up in
the Chicano culture, this genre of tattooing is absolutely enthralling.
Chicano Style tattoo artists: Chuco Moreno, Big Steve , Paul Dobleman...

48

107

203

294

52

144

We hope you enjoyed learning a little bit about each of these styles. They are by no
means all of the ones currently circulating throughout the contemporary tattoo scene,
but they are some of the most prominent. Should you want to nd out more about these
styles, check out some of our stories on the artists featured here.
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Song Collage

Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
-Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
- Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
- Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-line -shape -texture -rhythm -movement -color
Overall Lesson Objective: Given a PowerPoint Presentation on collage and lyrics in
music, students will use magazines, scissors, and glue to create a collage that highlights
appropriate and meaningful lyrics of their choice that send a bigger message to viewers
Daily Objectives:
-Given magazines, scissors, glue, and tagboard, students will create a collage that
incorporates text of a song lyric in a collage
-Given prompt of creating a collage that includes song lyrics, students will thoughtfully
apply meaningful song lyrics and create the collage that sends a meaningful message to
the viewer and connects to the student’s life
-Given visual art examples, students reflect knowledge of strong v. weak design by
creating a dynamic composition in their collage

Assessment Criteria:
-Students will create a collage that incorporates text of a song lyric using magazines,
scissors, tagboard, and glue
-Students will thoughtfully apply meaningful song lyrics and create the collage that sends
a meaningful message to the viewer and connects to the students life
-Student reflects knowledge of strong v. weak design by creating a dynamic composition
in their collage
Teaching Resources Needed to Support the Lesson:.
-Computer -PowerPoint presentation -Projector
Artists: Hannah Hoch, Barbara Kruger, Bri Lamkin
Art Materials Necessary for the Lesson:
-Old magazines, newspapers, paper products -Scissors -gluesticks -workbooks -pencils
-tagboard

Teacher Directed Activities
Introduction: (25 minutes)
Teacher will start with a PowerPoint
presentation that discusses
I. Definition of collage/photomontage
II. Examples of Collage from artists
III. Psychology and Power of Music
IV. Teacher collage examples
Students will take notes throughout the
presentation on key points and start thinking
about what music is important to them.
Teacher will review Hannah Hoch, Bri
Lamkin, and Barbara Kruger and talk what
collage is and how it can be considered an
art form. Students will also engage with
talking about how to compose images by
using found images in a cohesive design.
Students will be theorizing what music they
like and why and discuss with their
classmates. Students will be challenged to
think about music that is meaningful to them
and question why it means something to
them. Students will then be shown an
example collage in which text from a song
lyric is incorporated into an overall collage
design.

Student Directed Activities
Introduction:
Students will take notes in their workbook
and engage in description, interpretation,
and application of visual art examples.
Students will theorize what music they
like and why. Students will begin to think
about lyrics they could incorporate into a
found image collage.

Development: (15 minutes)
Students will start brainstorming what lyric
they would like to use in a collage and begin
to start gathering images from magazines.
Students will all be instructed to get a piece
of tagboard from designated location and put
their name on it.

Development:
Students work independently during
studio time and start to gather images
and resources for their collage.

Conclusion: (5 minutes)
Students will be asked to clean up their areas
and return materials to assigned locations.

Conclusion:
Students will put away they materials and
clean up their areas.

(UN.2L.3) 2 of 3

Name: Georgi Beck
DAILY PLAN

Lesson Title: Song Collage

Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
-Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
- Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
- Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-line -shape -texture -rhythm -movement -color
Overall Lesson Objective: Given a PowerPoint Presentation on collage and lyrics in
music, students will use magazines, scissors, and glue to create a collage that highlights
appropriate and meaningful lyrics of their choice that send a bigger message to the
audience.
Daily Objectives:
--Given magazines, scissors, glue, and tagboard, students will create a collage that
incorporates text of a song lyric in a collage
-Given prompt of creating a collage that includes song lyrics, students will thoughtfully
apply meaningful song lyrics and create the collage that sends a meaningful message to
the viewer
-Given visual art examples, students reflect knowledge of strong v. weak design by
creating a dynamic composition in their collage

Assessment Criteria:
-Students will create a collage that incorporates text of a song lyric using magazines,
scissors, tagboard, and glue
- students will thoughtfully apply meaningful song lyrics and create the collage that sends
a meaningful message to the viewer
-Students reflect knowledge of strong v. weak design by creating a dynamic composition
in their collage
Teaching Resources Needed to Support the Lesson:
-Computer -PowerPoint presentation -Projector
-Youtube (https://youtu.be/SWZy3zRbBHI)
Art Materials Necessary for the Lesson:-Old magazines, newspapers, paper products
-Scissors -gluesticks -workbooks -pencils -tagboard

Teacher Directed Activities
Introduction: (7 minutes)
Students will watch daily video (Hamilton:
Yorktown) and answer response question in
their workbooks:
1.Would you rather learn about history if it
was in rap form? Why?
2.Is music an art form? Is theater an art
form?
3.Pick one of these lines and tell me about
what you think of them:
-”Immigrants, we get the job done”
-”We’ll never be free until we end slavery”
-”The world turned upside down!”

Student Directed Activities
Introduction:
Students answer daily artist questions in
their workbooks as a warm-up

Development: (33 minutes)
Students will engage in independent studio
time. Teacher will remind students to choose
lyrics that are school appropriate, send a
bigger message to the viewer, and is
incorporated thoughtfully into the collage.

Development:
Students engage in independent studio
time.

Conclusion: (5 minutes)
Students are instructed to clean up their area
and return materials to designated areas

Conclusion:
Students are instructed to clean up their
area and return materials to designated
areas
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Song Collage

Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists use knowledge of principles, elements, and science of art to create art that is
motivated by their interests
-Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
- Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
- Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-line -shape -texture -rhythm -movement -color
Overall Lesson Objective: Given a PowerPoint Presentation on collage and lyrics in
music, students will use magazines, scissors, and glue to create a collage that highlights
appropriate and meaningful lyrics of their choice that send a bigger message to the
audience.
Daily Objectives:
-Given magazines, scissors, glue, and tagboard, students will create a collage that
incorporates text of a song lyric in a collage
-Given prompt of creating a collage that includes song lyrics, students will thoughtfully
apply meaningful song lyrics and create the collage that sends a meaningful message to
the viewer
-Given visual art examples, students reflect knowledge of strong v. weak design by
creating a dynamic composition in their collage

Assessment Criteria:
-Students will create a collage that incorporates text of a song lyric using magazines,
scissors, tagboard, and glue
- students will thoughtfully apply meaningful song lyrics and create the collage that sends
a meaningful message to the viewer
-Students reflect knowledge of strong v. weak design by creating a dynamic composition
in their collage
Teaching Resources Needed to Support the Lesson:
-Computer -PowerPoint presentation -Projector
-Youtube: Run and Tell That (https://youtu.be/H0Dxsmk-EZ8)
Art Materials Necessary for the Lesson:
-Old magazines, newspapers, paper products -Scissors -gluesticks -workbooks -pencils
-tagboard

Teacher Directed Activities
Introduction: (7 minutes)
Students will watch daily video (Hairspray:
Run and Tell That) and answer response
question in their workbooks:
1.What time period do you think Hairspray is
based on?
2.Tell me what you think about this line:
”I can't see the reason it can't be the kinda
world that where we all get our chance”
Does everyone today “get their chance”?
3.Do you like/dislike Yorktown and Run and
Tell That? Why? How does the music choice
engage listeners?

Student Directed Activities
Introduction:
Student answers warm-up questions in
their workbooks

Development: (36 minutes)
Students will engage in independent studio
time. Students will be reminded that they
only have 20 minutes to complete their
collages.

Development:
Students engage in independent studio
time for the first 20 minutes of class

After 20 minutes, students will get 2 minutes
to clean up their materials and bring their
completed tattoo flash sheets and collages
to designated area for a short critique.
Students will be asked to share:
1.What they depicted in both projects
2.Why they chose the images for the flash
sheet and lyrics for collage
3.Which project they liked more and why
4.If they were to do it again would they
change anything
5.What they wouldn’t have known about their
peers if they didn’t have these projects
Conclusion: (2 minutes)
Students are instructed to clean up their area
and return materials to designated areas

Students engage in short critique for 15
minutes

Conclusion:
Students are instructed to clean up their
area and return materials to designated
areas

SONG
COLLAGE
Unit 2
Project #3

Collage
■ Collage: art made by placing
various different materials
including photographs,
magazines, newspapers,
etc., to a flat surface to
create a new final product
■ Photomontage: montage
created from photographic
images

Hannah
Höch

Das schöne
Mädchen [The
Beautiful Girl],
1920

Bri Lamkin

Barbara Kruger
■ What do you see?
■ How is this arranged?
■ How do the words change the work?
■ What do you think motivated the artist?
■ Is this message clearer since there are words?
■ Does this color and font look familiar?

Untitled (Your Body is a Battleground), 1989
Untitled (I shop therefore I am), 1987

How does
music affect
us?
■

Why do you like the musicians on
your playlist?

■

What do they write about in their
songs?

■

Are we intrinsically or extrinsically
motivated to listen to music?

■

Are musicians intrinsically or
extrinsically motivated to make
music?

Positive v. Negative

Why do humans
like music?
■ Anne Blood and Robert Sattore (2001)
neuroscientists showed pleasurable
centers in brain
■ Activation of dopamine
– You get free food
– You get a hug from your crush
■ Studies on the Right

Music and Animals (1:30-2:41)

Create

The
assignment

Choose

Make

Create a collage using a song of your choice

Choose a line from the song
•incorporate that text into the image
•create a collage based on those lyrics

Make sure the lyric is school appropriate and
has a bigger message
What’s an example of an appropriate lyric

DAY 2 & 3

Day 2
Hamilton – Yorktown

1.Would you rather learn
about history if it was in
rap form? Why?
2.Is music an art form? Is
theater an art form?
3.Pick one of these lines
and tell me about what
you think of them:
-”Immigrants, we get the job done”
-”We’ll never be free until we end
slavery”
-”The world turned upside down!”

Day 3
Hairspray – Run and Tell That
1.What time period do you think Hairspray
is based on?
2.Tell me what you think about this line:
”I can't see the reason it can't be the
kinda world that where we all get our
chance”
Does everyone today “get their chance”?
3.Do you like/dislike Yorktown and Run
and Tell That? Why? How does the music
choice engage listeners?

Summative Song Collage
0
Does not complete
(0 points)

Student uses
magazines, recycled
print materials, glue,
and scissors to create
an 8 ½” by 11” collage
that thoughtfully
combines text from a
song lyric with
imagery in one
cohesive design
Student chooses
meaningful song lyrics
that sends a bigger
message to viewers
and connect to the
student’s life
Student reflects
knowledge of strong v.
weak design in
creating a dynamic
composition in their
collage

Total____________/45
1
Fails to meet
expectations
(1-5 points)

2
Attempts expectations
(6-10 points)

3
Meets expectations
(11-15 points)

Student does not
create a collage

Student does not
thoughtfully
incorporate imagery
with chosen song lyric
and collage is not
cohesive

Student creates a
somewhat cohesive
design that is somewhat
thoughtful in combining
song lyrics with imagery

Student uses
magazines, recycled
print, glue, and scissors
to create an 8 ½” by
11” collage that
thoughtfully combines
imagery with a chosen
song lyric in a cohesive
collage

Student does not
include lyrics in
their collage

Student includes
lyrics, but they do not
send a bigger message
to the viewer

Student chooses
meaningful lyrics but
does not connect the
lyrics to their life

Student chooses lyrics
that send a bigger
message to viewers and
tell a story about the
student

Student does not
create a design,
just puts on lyrics
and imagery
haphazardly on
collage

Student creates a weak
design that fails to
consider the
combination of lyrics
and imagery

Student creates a
composition that
moderately considers the
design in combining
imagery with lyrics

Student reflects
knowledge of
discussion by creating a
dynamic composition
that is thoughtful to the
image and the lyrics

Mark
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Candid Portraits

Grade Level: 9th-12th

Lesson S & S Concept Statements:
-Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
-Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
-Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
Daily Formal Qualities (Elements & Principles of Design):
-composition -rhythm -variety -movement
Overall Lesson Objective: Given a PowerPoint presentation that overviews Maslow’s
hierarchy of needs and candid photography, students will work in pairs to capture a real
candid moment to capture one another in a natural state
Daily Objectives:
- Given a presentation of examples of candid photography, students will work in pairs to
capture one another in a candid state with digital cameras/smart phones
-Given that students are working in pairs, they will work in a positive, cooperative, and
conducive manner throughout the process

Assessment Criteria:
-Students work in pairs to capture one another in a candid state with digital
cameras/smart phones
- Students work in pairs in a positive, cooperative, and conducive manner throughout the
process
Teaching Resources Needed to Support the Lesson:
-Computer -PowerPoint Presentation
Artists: -Vivian Maier -Laurel Golio (We Are the Youth Project) -Jeff Wall
Art Materials Necessary for the Lesson:
-Digital Cameras/Smart phones -Workbooks -Pencils

Teacher Directed Activities
Introduction: (22 minutes)
Teacher will begin with a PowerPoint
Presentation.
The Presentation will
introduce the concept of Maslow’s Hierarchy
of Needs and Candid Photography.
Students will write notes in their workbook
and participate in discussion. Teacher will
ask questions:
1.What makes something candid?
2.What is the motivation/need for capturing a
candid?
3.What is a candid scene in your life?
4.How has photography changed how we
view and make art?

Student Directed Activities
Introduction:
Students take notes during the
presentation in their workbook. Students
will answer question and engage in
discussion as asked.

Students will engage in a class brainstorm
about what possible candid moments they
have in their lives. This will get them started
before they brainstorm on their own. This
should take about 5 minutes, just enough to
get students thinking.

Students engage in class brainstorm as
a starting point to their individual
brainstorm.

Development: (16 minutes)
Students will brainstorm their candid
photograph. Students will pair up in order to
work as the photographer for one another.
Students will either use Smart phones or
class Digital Cameras. Students will figure
out
what
technology
they
have
available/would like to use in order to get a
desired effect. Students will be explicitly told
that their partner is taking their candid for
them, in order to gain an understanding of
the essence of candid photography.

Development:
Students will brainstorm for their candid
photograph and pair up with another
student.

Conclusion: (7 minutes)
While teacher configures the cameras,
students will participate in a kahoot game.
This Kahoot game will focus on testing
student knowledge of posed and candid
photography while still being fun.

Conclusion:
Students will play Kahoot game.

The last 3 minutes will be spent signing out
cameras. Teacher will focus on students
who need to take camera home that day.

Students will sign out cameras as
needed.
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Candid Portraits

Grade Level: 9th-12th

Lesson S & S Concept Statements:
-Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
-Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
-Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
Daily Formal Qualities (Elements & Principles of Design):
-composition -rhythm -variety -movement
Overall Lesson Objective: Given a PowerPoint presentation that overviews Maslow’s
hierarchy of needs and candid photography, students will work in pairs to capture a real
candid moment to capture one another in a natural state
Daily Objectives:
- Given a presentation of examples of candid photography, students will work in pairs to
capture one another in a candid state with digital cameras/smart phones
-Given that students are working in pairs, they will work in a positive, cooperative, and
conducive manner throughout the process

Assessment Criteria:
-Students work in pairs to capture one another in a candid state with digital
cameras/smart phones
-Students work in pairs in a positive, cooperative, and conducive manner throughout the
process
Teaching Resources Needed to Support the Lesson:
-Computer -PowerPoint Presentation
-Kahoot
(https://create.kahoot.it/share/candid-kahhooooooot/de3d381b-6752-43d2b6f2-a83a64e06f19)
-Artists: Carol Rossetti
Art Materials Necessary for the Lesson:
-Digital Cameras/Smart phones -Workbooks -Pencils

Teacher Directed Activities
Introduction: (8 minutes)
Students spend the first 5 minutes of class
looking at the artist of the day answering
questions in their workbook:
Carol Rossetti
1.What is the artist trying to say with her
portraits of various women?
2.Are these candid?
3.What is one beauty standard that you have
seen
portrayed
in
the
media/movies/television/comics?

Student Directed Activities
Introduction:
Students answer questions in their
workbook about the artist Carol Rossetti
as a warmup.

Teacher will then discuss photography and
how it has changed throughout history.
Development: (34 minutes)
Teacher will go over expectations of allowing
students to go around the school to take
candid photos. Students will be instructed
that this is the last day to have candid photos
to choose from. Students will be reminded
to return to the classroom after 20 minutes of
studio work around the school so they can
choose one final photo chosen by
photographer and student subject will to be
sent to the teacher.

Development:
Students engage in independent studio
time.

Conclusion: (3 minutes)
Students will be instructed to put away
materials

Conclusion:
Students will be instructed to return
materials and send off their final candid
image to the teacher.

Students will return after 20 minutes to
have time to select and go through their
photos and select a final images to be
sent to the teacher.

MASLOW’S
HIERARCHY OF
NEEDS
• We all have needs, Maslow
ranked these needs from
physiological to psychological
• We are constantly motivated to
fulfill these needs
• What needs do you think art
falls under?

THINK BACK TO PAST PROJECTS WE’VE
DONE….

•Did you feel fulfilled completing an
art project?
•How did expressing your opinion
make you feel?

CANDID
PORTRAIT

Unit 2
Project #4
Unit 2
Project #2

PORTRAIT PHOTOGRAPHY

• Portrait: a painting, photograph, or drawing of a person
• Photography: first invented in during the 1830’s/1840’s
• This is the first ”selfie” made in 1839 by Robert Cornelius
• What motivates people to take a portrait? (Instrinsic or
Extrinsic)
• What need does this fulfill?
• Real important, who here has taken a selfie????

VIVIAN MAIER
• Because of her equipment she was
able to subtly take pictures and
capture candids
• Candid: taking a picture of
someone without them knowing,
capturing the true state

How are these candid?

How are these candid?

Candid photography doesn’t always capture happy moments

Jeff Wall
How is Wall’s work different than Maier?
How are these candid?

LAUREL GOLIO: WE ARE THE
YOUTH

• “We are the Youth is an ongoing photographic journalism
project chronicling the individual stories of lesbian, gay,
bisexual, transgender, and queer youth in the United
States.”
• Each person has a portrait done by Golio and accompanied
by an auto-biography that the subject writes about their
journey

Lucas, 16, Broomfield,
OH
Identifies as pansexual
transgender
“The first time I tried to
come out to my twin
sister I said ‘I wanna
date boys, but like, in a
gay way.’ and she was
like ‘What does that
even mean?’”

Jazz, 12
Identifies transgender
“I wish I saw my friends
from the conference
more. We share the
same experience. We
can talk about our
medications and our
bodies without being
too uncomfortable.
I just want to let trans
kids know not to be
afraid to step out of the
shadows.”
How are these candid?

BRAINSTORM

THE ASSIGNMENT

Capture

Choose

Tip

Choose

Capture a candid or
Natural State of yourself
in a portrait

A partner, they will take
the photos for you and
from the multiples the
subject and
photographer will
choose one candid they
like

Take A LOT of pictures
• Aim to take at least 50

Choose your settings
and if you want a digital
camera or smartphone

KAHOOT

DAY 2

1.What is the artist trying to say with her portraits of various women?
2.Are these candid?
3.What is one beauty standard that you have seen portrayed in the media/movies/television/comics?

PHOTOGRAPHY TODAY
How do you think photography has changed over time?
Who has access to cameras?

Summative Candid portraits
0
Does not complete
(0 points)

Student uses digital
camera or
smartphone based
on what effect they
want to get to
capture a candid of
partner

Total_________/45
1
Fails to meet expectations
(1-5 points)

2
Attempts expectations
(6-10 points)

3
Meets expectations
(11-15 points)

Student does not use Student uses digital
any type of digital
camera or smartphone
photography
but does not take care of
equipment

Student uses digital
camera to capture
partner in natural
state and takes care
of equipment but
does not choose
based on desired
effect
Student needs
teacher intervention
to work efficiently
but works positively
with their partner

Student uses digital
camera or smartphone to
capture their partner in a
natural state, takes proper
care of the equipment,
and chooses camera or
smartphone based on
effect they are going for
Student works efficiently
with their partner, listens
to their partners
ideas/suggestions, and
works positively without
teacher intervention

Photograph is nearly
candid as it captures
a real moment, but
has less than 25
photos for subject
and photographer to
choose one each

Photograph is candid
because it captures a real
moment that is not posed,
is informal, and partner
takes multiples of at least
50 for subject and
photographer to choose
one each

Student works with Student does not
partner in a positive, work with partner
conducive, and
cooperative manner

Student needs
continuous teacher
intervention to work
with partner and does
not work in a positive
manner

Given
understanding of
candid photography,
student captures a
truly candid shot of
their partner and
takes multiple
pictures for partner
to choose from

Photograph seems
somewhat posed and
subject and
photographer has less
than 10 to choose from

Photograph is posed
and there are not
multiples to choose
from

Mark

(UN.2L.5) 1 of 4

Name: Georgi Beck
DAILY PLAN

Lesson Title: Idealized Portraits

Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
- Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
- Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-composition -texture -balance, emphasis, contrast -variety -movement -rhythm
Overall Lesson Objective: Given a PowerPoint presentation on the difference between
posed and candid photography, students will build upon their knowledge from the
previous lesson on candid photography and brainstorm an idealized photograph of
themselves and thoughtfully plan out specifics including clothing, location, props, items
or symbols of their culture, and other objects or ideas that are part of their lives.
Daily Objectives:
-Given a presentation on posed photography, students will design an ideal portrait of
themselves using a photograph as a base and using outfit, props, and location to create
a story about themselves
-Given research time from portrait handouts, students will work with their partner to
research a portrait from handouts and answer questions specific to that portrait
-Given presentation on posed photography and portrait research examples, students will
creatively use items either in their portrait photograph or on top of the base photograph
to tell a specific story about themselves

Assessment Criteria:
-Students will creatively use items either in their portrait photograph or on top of the base
photograph to tell a specific story about themselves
-Students will design an ideal portrait of themselves using a photograph as a base and
using outfit, props, and location to create a story about themselves
-Students will work with their partner to research a portrait from handouts and answer
questions specific to that portrait
Teaching Resources Needed to Support the Lesson:
-Computer -Projector -PowerPoint Presentation -Portrait Proposal Sheet
Art Materials Necessary for the Lesson:
-Workbooks -Pencils -Digital Cameras -Various props provided by students
-Books/Internet access to research

Teacher Directed Activities
Introduction: (8 minutes)
Teacher will begin with a PowerPoint
Presentation:
I.Posed V. Candid Photography
II.Johanna Siring
Students will identify the difference between
posed and candid photography.

Student Directed Activities
Introduction:
Students will participate in discussion
and take notes as needed.

Development: (34 minutes)
For the first 15 minutes of class, students will
work in pairs to research a specific portrait
from the teacher handouts. Students will
come back together after 10 mintues to
share
1.Brief overview and theme of the portrait
2.What message the artist is trying to convey
3.Any important questions/ideas

Development:
Students engage in partner research

After the partner research, teacher will go
over the assignment and ask them to identify
specific examples from the portrait research
that follow along with project expectations.
The rest of time will be spent in independent
studio time.

Students engage in individual studio time

Conclusion: (3 minutes)
Students will return materials to designated
locations and clean up their area

Conclusion: (3 minutes)
Students return materials to designated
locations and clean up their area
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Idealized Portraits

Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
- Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
- Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-composition -texture -balance, emphasis, contrast -variety -movement -rhythm
Overall Lesson Objective: Given a PowerPoint presentation on the difference between
posed and candid photography, students will build upon their knowledge from the
previous lesson on candid photography and brainstorm an idealized photograph of
themselves and thoughtfully plan out specifics including clothing, location, props, items
or symbols of their culture, and other objects or ideas that are part of their lives.
Daily Objectives:
-Given a presentation on posed photography, students will design an ideal portrait of
themselves using a photograph as a base and using outfit, props, and location to create
a story about themselves
-Given presentation on posed photography and portrait research examples, students will
creatively use items either in their portrait photograph or on top of the base photograph
to tell a specific story about themselves

Assessment Criteria:
-Students will creatively use items either in their portrait photograph or on top of the base
photograph to tell a specific story about themselves
-Students will design an ideal portrait of themselves using a photograph as a base and
using outfit, props, and location to create a story about themselves
Teaching Resources Needed to Support the Lesson:
-Computer -Projector -PowerPoint Presentation -Portrait Proposal Sheet
Artists: Francesco Francia (Madonna and Child), Nizami’s Khamsa (Muhammad’s
Ascension into Heaven), Belum Caves Buddha, (Shiva as Lord of Dance)
Art Materials Necessary for the Lesson:
-Workbooks -Pencils -Digital Cameras -Various props provided by students
-Books/Internet access to research -access to materials to create backdrops

Teacher Directed Activities
Introduction: (5 minutes)
Students will answer questions about
Religious portraits as a warm-up for the day:
1.What religions do these portraits belong
to?
2.What is the motivation to create portraits in
religion?
3.Why is each of these portraits made in a
different medium and style?

Student Directed Activities
Introduction:
Students answer warm-up art questions
in their workbook

Development: (37 minutes)
Students will engage in independent studio
time. Students will be reminded of location
of materials available to students to use in
their portraits such as props, backdrops,
books, and so on. Students will be reminded
on time limit for completing idealized
portraits.

Development:
Students will engage in independent
studio time.

Teacher will make themselves available for
one-on-one assistance. Students will be
given a 20 minute, 15 minute, 10 minute, and
5 minute time reminder.
Conclusion: (3 minutes)
Students will return materials as needed and
clean up their areas.

Conclusion:
clean up their areas.
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Idealized Portraits

Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
- Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
- Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-composition -texture -balance, emphasis, contrast -variety -movement -rhythm
Overall Lesson Objective: Given a PowerPoint presentation on the difference between
posed and candid photography, students will build upon their knowledge from the
previous lesson on candid photography and brainstorm an idealized photograph of
themselves and thoughtfully plan out specifics including clothing, location, props, items
or symbols of their culture, and other objects or ideas that are part of their lives.
Daily Objectives:
-Given a presentation on posed photography, students will design an ideal portrait of
themselves using a photograph as a base and using outfit, props, and location to create
a story about themselves
-Given presentation on posed photography and portrait research examples, students will
creatively use items either in their portrait photograph or on top of the base photograph
to tell a specific story about themselves

Assessment Criteria:
-Students will creatively use items either in their portrait photograph or on top of the base
photograph to tell a specific story about themselves
-Students will design an ideal portrait of themselves using a photograph as a base and
using outfit, props, and location to create a story about themselves
Teaching Resources Needed to Support the Lesson:
-Computer -Projector -PowerPoint Presentation -Portrait Proposal Sheet
Artists: Drag Queen Yolo Ono
Art Materials Necessary for the Lesson:
-Workbooks -Pencils -Digital Cameras -Various props provided by students
-Books/Internet access to research

Teacher Directed Activities
Introduction: (5 minutes)
Students will answer questions about Drag
Queen Yolo Ono as a warm-up for the day:
1.What is drag?
2.Would you consider drag an art form? Why
or why not?
3.What motivates drag queens?
What
motivates Yolo? (check out her Instagram
and look at common themes she dresses in)
Development: (37 minutes)
Students will engage in independent studio
time. Students will be reminded of location
of materials available to students to use in
their portraits such as props, backdrops,
books, and so on. Students will be reminded
on time limit for completing idealized
portraits.

Student Directed Activities
Introduction:
Students answer warm-up art questions
in their workbook

Development:
Students will engage in independent
studio time.

Teacher will make themselves available for
one-on-one assistance. Students will be
given a 20 minute, 15 minute, 10 minute, and
5 minute time reminder.
Conclusion: (3 minutes)
Students will return materials as needed and
clean up their areas.

Conclusion:
clean up their areas.
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Name: Georgi Beck
DAILY PLAN

Lesson Title: Idealized Portraits

Grade Level: 9th-12th

Lesson S & S Concept Statements:
- Artists create and engage in work to make a statement that is relevant to their
ideals/values/morals/concerns
- Artist motivations for creating art have changed throughout history and continue to
change based on real-life events
- Art is produced based on the motivations of the artist, and the artist is either implicitly
informed by societal motivations or intentionally disrupts societal motivations
-The elements of art can be manipulated by artists to create an intentional and purposeful
meaning
Daily Formal Qualities (Elements & Principles of Design):
-composition -texture -balance, emphasis, contrast -variety -movement -rhythm
Overall Lesson Objective: Given a PowerPoint presentation on the difference between
posed and candid photography, students will build upon their knowledge from the
previous lesson on candid photography and brainstorm an idealized photograph of
themselves and thoughtfully plan out specifics including clothing, location, props, items
or symbols of their culture, and other objects or ideas that are part of their lives.
Daily Objectives:
-Given a presentation on posed photography, students will design an ideal portrait of
themselves using a photograph as a base and using outfit, props, and location to create
a story about themselves
-Given presentation on posed photography and portrait research examples, students will
creatively use items either in their portrait photograph or on top of the base photograph
to tell a specific story about themselves
-Given completed projects of candid and idealized portraits, students will participate in
critique

Assessment Criteria:
-Students will creatively use items either in their portrait photograph or on top of the base
photograph to tell a specific story about themselves
-Students will design an ideal portrait of themselves using a photograph as a base and
using outfit, props, and location to create a story about themselves
-Students participate in critique for candid and idealized portraits
Teaching Resources Needed to Support the Lesson:
-Computer -Projector -PowerPoint Presentation -Portrait Proposal Sheet
Youtube: Joshua Miels (https://youtu.be/KRsYCcpbyzo)
Art Materials Necessary for the Lesson:
-Workbooks -Pencils -Digital Cameras -Various props provided by students
-Books/Internet access to research

Teacher Directed Activities
Introduction: (5 minutes)
Students will answer questions about
Joshua Miels:
1.What is this artists process?(technique)
2. Why does the artist paint with palette
knives? How does his process relate to
gender roles and what he hopes to
communicate in his paintings?
3.Tell me about what you think of these
paintings?

Student Directed Activities
Introduction:
Students answer warm-up art questions
in their workbook

Development: (37 minutes)
Students will engage in independent studio
time for the first 15 minutes. Students will be
reminded that they will have their candid and
idealized portraits presented for critique.

Development:
Students will engage in independent
studio time.

After 15 minutes have passed, students will
bring their portraits up to a designated
viewing space and teacher will have hung
candid portraits with spaces for the idealized
portraits. Students will engage in critique of
their portraits:
1.What do you see? Why do you think these
decisions were made?
2.How are these different? How are these
similar?
3.What aspects of yourself do you see in
each image?
4.What is something you wouldn’t have
known about someone if you hadn’t had
seen their portrait?
5.How did the artist create a story in their
portrait?

Students will participate in critique

Conclusion: (3 minutes)
Students will return materials as needed and
clean up their areas.

Conclusion:
Students will clean up their areas and
return materials and final images to
designated locations

IDEALIZED SELF-PORTRAIT
Unit 2
Project #5

POSED V. C ANDID
• How are these posed portraits different than a
candid portraits?
• Posed portraits are intentional
• Often include elements meant to express a
specific characteristic of the person
• Intentionally posed to have the viewer
experience a specific biophysical reaction
• Annie Leibowitz is an established female
photographer who is known for her work with
celebrities
• What do these portraits say about these famous
people?

Kissed by a Stranger Series Johanna Siring

MAKE GROUPS AND PICK ONE ARTIST
FROM HANDOUTS!

IDEALIZED SELF-PORTRAIT
• Create an idealized portrait of yourself
• Medium: Photograph as base and then you can add on as necessary
• Show me evidence of brainstorming/research in your workbook
• Fill out proposal sheet and think about:
• Location
• Outfit
• Props
• Markers of your identity/history/culture/influences
• Materials to add on
• Purpose of WHY you want to make the portrait a specific way

DAY 2-DAY 4
Where have we seen idealized portraits before?

RELIGIOUS PORTRAITS
1.What religions do these portraits belong to?
2.What is the motivation to create portraits in religion?
3.Why is each of these portraits made in a different
medium and style?

Madonna and Child with Two Angels, Francesco Francia, 1495-1500
Muhammad’s Ascension into Heaven, Tabriz Iran, 1539-1543, from Nizami’s Khamsa (Five Poems)
Belum Caves Buddha, cave has been used for centuries by Jain and Buddhist monks
Shiva as Lord Dance (Nataraja), Chola Period of India, ca. 11th century

YOLO ONO
@YOLOONO_CHI
1.What is drag?
2.Would you consider drag an art form? Why or why not?
3.What motivates drag queens? What motivates Yolo? (check out her Instagram and look at
common themes she dresses in)

JOSHUA MIELS

1.What is this artists
process?(technique)
2. Why does the artist paint with
palette knives? How does his
process relate to gender roles and
what he hopes to communicate in
his paintings?
3.Tell me about what you think of
these paintings?

Name: ________________________________________

Idealized Portrait Proposal Sheet
Location:

Outfit:

Props:

Purpose/Story
of the
Portrait:

Name: ________________________________________

Idealized Portrait Proposal Sheet
Location:
Outfit:

Props:

Purpose/Story
of the
Portrait:

Artist Portraits

Grant wood
Title: American Gothic

Year: 1930

Medium: Oil on beaverboard Size: 2’5” by 2’1”
What do you see? (color, line, shape, texture…):

1.Why is the American Gothic so popular? (use the internet and do some research)

2.What is Regionalism?

3.How did Wood connect the portrait of the man and woman to the building? (Are they faces
proportional)

Artist Portraits

Atlas of Beauty

Pick a portrait from the book Atlas of Beauty, preferably one with a description/story from the
person
Pg.#:_________________ Location:___________________________________
Description of Portrait: (line, shape, color, composition, what the person looks like)

What is the purpose of the Atlas of Beauty book?

Why did you pick the particular portrait? (not just because you liked it, was it the person, the
way it was composed…)

If portrait has description, what story does it tell about the person?

Artist portraits

Catherine Graffam
Title: participation
Year: 2017-2019
Medium: Oil on Wood
Size: 20 by 16 inch
What do you see? (color,
line, shape, texture…):

What was this artist inspired by?

What does the medium and style tell you about this person?

What do you think the artist is trying to say through this portrait?

Artist Portraits

Leonardo Da Vinci
Title: Mona Lisa

Year: 1503-1506

Medium: Oil on Poplar Panel Size: 30” by 21”
What do you see? (color, line, shape, texture…):

1.Why is the Mona Lisa so popular? (use the internet and do some research)

2.How did the Mona Lisa influence portraits after its creation?

Artist Portraits

Erin Boyle
Title: Lovely Lady Handsome Man
Year: 2019
Medium: Acrylic on Skateboard
Size: Average skateboard about 7.5” long
What do you see? (color, line, shape,
texture…):

What was this artist inspired by?

What does the title tell you about this portrait?

What do you think the artist is trying to say through this portrait?

Artist Portraits

Frida kahlo
Title: Self Portrait with Thorn Necklace and
Hummingbird
Year: 1940
Medium: Oil on canvas
Size: 16 by 24 inches
What do you see? (color, line, shape,
texture…):

What was this artist inspired by?

What does the medium and style tell you about this person?

What do you think the artist is trying to say through this portrait?

Artist portraits

James luna
Title: Half Indian/Half
Mexican
Year: 1990-2011
Medium: Digital
Photography
What do you see? (color,
line, shape, texture…):

What was this artist inspired by?

What does the medium and style tell you about this person?

What do you think the artist is trying to say through this portrait?

Artist Portraits

Jean-Michel Basquiat
Title: Untitled (Skull)
Year: 1981
Medium: Acrylic, Crayon, Canvas
Dimensions: 6.7 ft by 5.7 ft
What do you see? (color, line,
shape, texture…):

What was this artist inspired by?

What does the medium and style tell you about this person?

What do you think the artist is trying to say through this portrait?

Artist Portraits

Kehinde Wiley

Title: Napoleon Leading the Army Over the Alps Series: A New Republic
Year: 2005 Medium: Oil on Canvas

Size: 108” by 108”

What do you see? (color, line, shape, texture…):

What inspired the artist to recreate old famous portraits with new subjects?

What do you think the artist is trying to say through this portrait?

Is representation in art important? Why or why not?

Artist portraits

Keigetsudo Doshu
Title: Standing Courtesan Wearing a Kimono with a Pattern
of Clemantis Flowers
Year: 1704-1706
Medium: Ukiyo-e Woodblock
What do you see? (color, line, shape, texture…):

1.What is the “Floating World” of Ukiyo-e?

(look up art institute overview of ukiyo-e gallery to answer questions)
2.What did these type of portraits document?

3.What is the process of ukiyo-e?

Artist portraits

Mayan Portrait

Year: 8th century Medium: Carving on stone Located: Palace in Mayan City of Cancuén
What do you see? (color, line, shape, texture…):

1.This portrait depicts the ruler Tajal Chan Ahk. How did the artist signify his importance in
comparison to the other two figures? Who do you think they could be?

2.How does this type of portraiture differ from traditional Western portraiture? (think about
what makes portraits important: proportion, likeness of the person, medium…)

Artist portraits

Naomi Okubu
Title: Living with Greens
Year: 2017
Medium: Acrylic on Cotton
Cloth
Size: 10.7 inch by 16.14 inch
What do you see? (color, line,
shape, texture…):

What was this artist inspired by?

What does the medium and style tell you about this person?

What do you think the artist is trying to say through this portrait?

Artist Portraits

Nyema Droma
Title: Norbu Gyantsan(above)
Tsering Thundrop (below)
Series: Performing Tibetan Identities
Year: 2018-2019
Medium: Digital Photography
What do you see? (color, line, shape,
texture…):

How are the “contemporary” identities different from the “historical heritage” identities?

Even though you didn’t grow up when your ancestors did, do you keep parts of your cultural
identity in your lives? (dress, traditions, items of culture, following specific habits/codes…)

What is the artist trying to say through these dual portraits?

Artist Murals

Owen Dippie

Title:
Year: 2015
Material: Paint
Located: Lille, France
What do you see? (color, line, shape, texture…):

Look up the interview in the Phnom Pehn Post to help better understand this piece
1.What is the Khmer Rouge and what happened to the Cambodian people?

2.With the understanding of Cambodia’s history, what is this artist trying to say in this mural?

3.What is a common problem for these young Cambodian artists? How do you think murals are
affected by these restrictions?

Artist Portraits

Shirin neshat
Title: Malala
Year: 2018
Medium: photograph with hand
inscribed poem by Rahman Shah Sayel,
Malala II (Malala Yousafzai)
Size: 5 ft by 3.3 ft
What do you see(color, line, shape,
texture…):

What was this artist inspired by?

What does the medium and style tell you about this person?

What do you think the artist is trying to say through this portrait?

Artist Portraits

Victoria Villasana
Title: America is Every Color
Year: 2017
Medium: Embroidery and Photograph
Size: unknown
What do you see? (color, line, shape,
texture…):

What was this artist inspired by?

What does the medium and style tell you about this person?

What do you think the artist is trying to say through this portrait?

Artist Portraits

Zuang Huan
Title: Family Tree
Year: 2000
Medium: 9 chromogenic prints
Size: 50 by 39 ¾ inch
What do you see? (color, line, shape,
texture…):

What was this artist inspired by?

What does the medium and style tell you about this person?

What do you think the artist is trying to say through this portrait?
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DIGITAL CAMERAS

Keeping Safe With a Camera
Avoid injuries or damaged gear by following common-sense safety guidelines
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by Kyle Schurman
Updated April 14, 2019
Keep yourself and your gear safe on your next photo shoot by planning ahead to minimize
risks to your safety.
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Personal Safety

Never jeopardize your well-being for a shot. Follow standard safety precautions:
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Practice situational awareness: Pay attention to where you are. Particularly in higher-risk
areas, like back-country settings and certain urban areas, you'll need to remain alert to
environmental factors that might harm you with little or no notice.
Use appropriate ilters, and avoid the view inder, when you're photographing toward
the sun: Your eyes are more sensitive to direct sunlight than you think. When you're
shooting toward the big yellow orb, use the screen and keep your face and eyes shaded.
Use the strap — but be careful that it doesn't get snagged: A well-designed strap saves
your camera from being dropped, but the strap could snag on a branch or a pipe or
some other hazard when you're shooting in tight quarters. Keep it as tight as you can —
it's a safety feature, not a fashion accessory.
Don't use the camera when you're on the move: Using the camera while you're walking
increases your odds of stumbling over something or even running into a person or a
ixed object. Only shoot when you're standing still.
Use a tripod: Not only will you get better shots, but a tripod forces you to set up your
shot in a place you're less likely to hurt yourself. After all, if you rely on your tripod, you'll
be less likely to hang from a tree branch to frame a scene.
Advertisement

https://www.lifewire.com/keeping-safe-with-a-camera-493774

4/11

4/30/2019

Keeping Safe With a Camera - Precautions in Photography

Safety of Your Subjects

If someone or something is good enough to capture through the lens, it's good enough to
keep safe in the context of your photo shoot:
https://www.lifewire.com/keeping-safe-with-a-camera-493774
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Don't let people do stupid stunts just for the shot: Fun action shots are a ton of fun, but
as a photographer, you're ethically obligated to ensure that your subjects don't put
themselves at risk. Just say no to amateurs performing stunts or people putting
themselves in harm's way.
Watch for subjects who might not be aware of their surroundings: When people are
photographed, they often give all of their attention to the camera instead of paying
attention to things like branches, cars, obstructions, and related obstacles. They also
might not watch for their gear, if they've set it aside for the sake of the shoot.
Use a telephoto lens to give wildlife and cultural relics appropriate space: Practice a
leave-no-trace approach to photography by keeping well clear of wildlife or delicate
natural or cultural features. A telephoto lens atop a tripod usually obtains better shots
than getting up-close to a wild animal, anyway.

Safety of Your Gear

https://www.lifewire.com/keeping-safe-with-a-camera-493774

6/11

4/30/2019

Keeping Safe With a Camera - Precautions in Photography

Keep your equipment in tip-top shape by engaging in preventative maintenance and by
appropriately securing it from environmental harm:
Don't put your gear in a place it could be damaged or stolen: Always keep your stuﬀ
with you, or within easy reach.
Observe the camera's normal operating temperatures: Not only will operation in
temperature extremes potentially damage delicate electronics or motors, but moving
rapidly between temperature extremes may introduce internal condensation within the
body or the lenses that, at best, adversely aﬀects image quality, and at worst, ruins the
equipment.
Watch for excessive heat: If your camera body or any batter feels unusually warm to the
touch, discontinue use and bring the faulty device to an authorized repair shop for
further investigation.
Follow manufacturer instructions regarding self-repair: Some parts of cameras are
user-serviceable, some are not. Use an authorized repair center to avoid warranty
problems or from further damaging your camera.
Discard leaking batteries properly: If a battery leaks, take it to an authorized battery
disposal center. Don't continue to use it — you'll ruin your camera — and don't just throw
it in the trash, because it'll be toxic in the land ill.
https://www.lifewire.com/keeping-safe-with-a-camera-493774
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Use the strap: Cameras ship with straps to protect them from being dropped. Make it a
practice to always put the strap around your neck, just as religiously as if it were the seat
belt in your car.
Buy protective bags or cases: Minimize shock damage by storing your gear in
environmentally protected bags or cases that not only keep out water but also reduce
impact damage to your delicate gear.

Best Beach Photo Tips

Tips on Bringing Your Camera to
Disney World

Why Isn't Your Camera's Battery
Charging?

Learn How to Use Perspective to
Create Great Photographs

What's the Proper Way to Safely
Store Your Digital Camera?
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What Is Aperture and How Is It
Used in Photography?

How to Fix Lens Barrel Distortion in
the Camera

Digital Camera Maintenance Tips

16 Tips for Going Through Airport
Security With Your Camera
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Tips to Safely Pack Your Camera
for Travel
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Digital Camera Safety

Learn How to Use a Tripod for
Maximum Eﬀect

How to Clean Sand From Your
Camera
The Right Way to Clean a Camera
Lens

Try These Tips for Better Candid
Photographs
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Learn How to Shoot Wildlife
Photos With Your DSLR Camera
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A National Heritage Site preserved by the Photography School Spéos, labelled "Maisons des illustres" by the French
Ministry of Culture

Museum

Biography

Invention of Photography

Other Inventions

About

The History of Photography

Nicéphore Niépce and Daguerre

READ MORE

The rst photographic process — heliography — was invented around 1824 by
Nicéphore Niépce. Images were obtained with bitumen of Judea spread on a silver
plate after an exposure time of several days.
In 1829, Niépce associated Louis Jacques Mandé Daguerre to his research.
In 1832, they put the last touches, using a residue of lavender oil distillation, by
means of a second process producing images in a one day exposure time.
In 1833, Niépce died, and Daguerre invented, in
1838, on his own the daguerreotype, the rst
process including a development stage. A silver

Niépce and the
Invention of
Photography

plate coated with a very thin silver iodide layer
was exposed in a camera obscura, then exposed
to mercury vapors that induced the apparition of
the invisible latent image that had been formed
during the exposure to light. This development
was in fact such an ampli cation of the e ect of
light that the exposure time was hardly more
than 30 minutes. Fixing was done by immersing
the plate in sea salted water.
Hippolyte Bayard, 1801-1887

Daguerre and
the Invention of
Photography

Hippolyte Bayard
In July 1839, another Frenchman, Hippolyte Bayard, discovered the way to obtain
positive images directly on paper. A sheet of paper covered with silver chloride was
blackened by light, then exposed in a camera obscura after having been sensitized in
http://www.photo-museum.org/photography-history/
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silver iodide.
The exposure time was from 30 minutes to 2 hours.

READ MORE

William Henry Fox Talbot
Still in 1839 , the announcement of the
daguerreotype invention incited an Englishman,
William Henry Fox Talbot, to resume interrupted
research, the beginning of which was in 1834. In
1841, he patented the calotype, the rst negativepositive process that made it possible to multiply
the same image, by means of an intermediate
negative on a silver chloride paper made

Nicéphore
Niépce, Daguerre
and the
Physautotype

translucid with wax. As for the daguerreotype, the
Fox Talbot, 1800-1877

latent image was developed by a chemical agent,
the developer: a solution of gallic acid and silver
nitate. A second sheet of paper also covered with

silver chloride was then exposed through the translucid negative, to give the nal
positive.
Isidore Niépce

John Herschell

and Daguerre

We owe to John Herschell the discovery, in 1839, of
the way to x images by dipping them in a sodium
hyposul te bath, which is still used today as the

Niépce’s Catalog
of Works

main component of photographic x-baths. The
main advantages of the calotype were the easiness
with which one could manipulate the paper prints
and the possibility of multi-printing. On the other
hand, the sharpness, limited by the bers in the
negative paper, could not compete with the
daguerreotype.

Hippolyte Fizeau
John Herschell, 1792-1871

To reduce further the exposure time , short focal
lenses were created , letting more light in the camera , however keeping the
sharpness on the whole image . In 1841 , the physicist Fizeau replaced silver iodide

The
Photomechanical
Methods with
Bitumen after
Niépce

by silver bromide, the sensibility of which to light was far superior . Time exposures
of barely a few seconds were needed to obtain a daguerreotype and so it became
possible to do portraits.
Processes
recreated in the
House

Abel Niépce de Saint-Victor

http://www.photo-museum.org/photography-history/
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To improve the calotype
negative transparency, Abel
Niépce de Saint-Victor had
the idea, in 1847, to replace
paper with glass. So that the
silver bromide adhered to
glass, he mixed it with
albumen (egg white). Even
though a bit too contrasty,
the images then became
much sharper, forcing
opticians to work on higher
Abel Niépce de Saint-Victor, replaces paper with glass.

de nition lenses.

Scott Archer
In 1851, an Englishman named Scott Archer replaced albumen by collodion, the base
of which is gun-cotton (cellulose nitrate). The black and white images obtained with
this process reached a quality unknown until then. The only drawbacks were that
the picture had to be taken while the collodion on the plate was still humid and the
developement had to happen immediatly after the exposure.

Richard Maddox and Charles Bennet
In 1871, another Englishman, Richard Meaddox,
resolved this problem by replacing collodion by
gelatin, a process perfected by Charles Bennet, who
demonstrated that gelatinized plates acquired a high
sensitivity when they were kept for a few days at 32°
Celsius. Not only could the gelatino-bromide plates
be stored before use, but their sensitivity was such
that the exposure time could not exceed a fraction of
a second.
The story of the shutter started shortly before 1880,

Richard Maddox, 1816-1902

because the high sensitivity of these plates made it
necessary to conceive mecanisms able to let light enter the camera for 1/100th and
even 1/1000th of a second.
It became necessary to precisely evaluate light intensity, and the light meter then
became a real measuring device.

Georges Eastman
The American George Eastman, Kodak founder, conceived, in 1888, the idea of the
supple base. Glass plates were progressively replaced by celluloid rolls.

The reproduction of colors
http://www.photo-museum.org/photography-history/
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Photography was still missing color reproduction.
The rst tries were due to Edmond Becquerel in
1848. In 1851, Niépce de St-Victor showed that a
silver plate coated with a layer of pure silver
chloride reproduced colors directly, but in an
unstable manner.
In 1869, Louis Ducos du Hauron, in Agen, made the
rst color photograph applying the principle
demonstrated by Maxwell of light decomposition in
three primary colors: red, yellow and blue. He made
three photos of the same subject, each of them
through a di erent lter: a red, a yellow, and a blue

George Eastman, 1854-1932

one. He obtained three positives that he dyed with
the color corresponding to each lter. By superimposing in register the three
images, he got the restitution of the colors.
The physicist Gabriel Lippman
received the Nobel prize in 1906
for having found in 1891 a way to
obtain photos in direct colors on
one plate, by an interferencial
process pre guring Holography.
Too complicated, this invention
remained only a laboratory feat.
The rst monoplate color
Autoportrait of Gabriel Lippmann

process practicable by amateurs
was created in 1906. The

autochrome plate invented by the Lumière brothers was based upon the principle of
the trichromatic synthesis, realized on only one plate by joining to it a mosaic of
micro lters in the primary colors realized with minuscule colored grains of potatoe
starch.
The discovery by R. Fisher around 1911 of the chromogene developer gave color
photography a new direction. It had been noticed that some developers gave images
with one color instead of black and white.
The trichromatic principle was used by Agfa to realize
in 1936 Agfacolor lms, made of three superimposed
layers, respectively sensitive to blue, green and red. A
developer that colored every layer into a color of its
sensitivity was invented. The superimposition gave
an image in color. The possibility of color
reproduction led to improvements in lens
manufacturing to transmit acurately the colors of the
subject to the lm.
The brothers Auguste Lumière
(1862-1954) and Louis Lumière
http://www.photo-museum.org/photography-history/
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The History of Photography - Nicephore Niepce House Photo Museum

In 1935, two Americans, L . Mannes and L . Godowsky,

(1864-1948).

improved this process. Bought by Kodak, it was
named Kodachrome. If today’s color lms are much more sophisticated, they still
use silver bromide, gelatin and basic principles from Agfacolor and Kodachrome.

A National Heritage Site preserved by the Photography School Spéos,
labelled "Maisons des illustres" by the French Ministry of Culture,
with the sponsorship of the Académie des sciences & de l'Académie
des beaux-arts

http://www.photo-museum.org/photography-history/
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Unit 3: Social Psychology & Art
During Unit 3 students will be working in small groups of 3-4 to create a wearable
sculpture to represent an opinion on a chosen social issue. This cumulative project will allow
students to show technical skills and conceptual application gained in previous units. Students
will be engaging with concepts of social activism, cultural structures, interpersonal relationships,
use of representational imagery, application of medium as meaning-making, and connecting with
communities on a local and global scale. Students will be provided for the opportunity to make
choices throughout the project including group members, subject choice, medium application,
and decisions throughout individual studio work. Student choice is important in order for
students to show what skills they have learned from the previous two units to make intentional
choices as they apply elements of art to create a specific meaning and response form the viewer
about a subject of their choosing.
Students will be identifying social issues that affect their daily lives on an individual,
communal, and global scale. Groups will be researching both social issues and artists that
engage as activists. Each group will create a sculpture that can be worn by either a group
member or a model of their choice. These wearable, large-scale sculptures will be displayed at a
public event and a public gallery space of the students choosing. The first public performance
would be most suited to school art show, community parade, local event, or any large-scale
public space where students can engage with the public outside of the classroom. Students will
then choose where they will be displayed in the school, as a way to continue connection of the
artwork to school community but also make the public performance more meaningful to true
experience of the sculpture. Students will also go on a field trip in which they will explore
public art and theorize its impact on the community to gain an understanding on how they can
connect with their public audience. Reflecting on the previous units, students will conclude with
an individual written reflection, a group artist statement, and a class critique.

Art & Psychology
Social psychology

& Art

socially issues-based Wearable art project
Objective
Given a choice of medium and working in groups of 2-3, students will create a piece of wearable
artwork that will be shown in a public art walk and then displayed publicly. This project will
allow for students to showcase the various skills they learned and practiced during the first two
units of this curriculum. Students will create a large-scale sculpture that the student can wear or
become part of as a public demonstration. Students will create a sculpture that engages with a
social issue of their choice. This sculpture will highlight student’s technical abilities to
conceptualize, apply, and form while also allowing students to display their abilities to use
elements of art in expressive, intentional, and meaningful ways.

Concepts
Throughout this unit students will be exploring and engaging in the following concepts while
creating a wearable sculpture with groups. These concepts deal with social activism and how art
can be used as a way to change and improve relationships with one another on an individual,
communal, and global scale. When creating wearable sculptures, refer to the following concepts
when choosing visual elements
o Activist art is used as a tool of educational as well as a statement
o Activist art is created to empower individuals and communities
o Activist art is made about issues that affect people’s daily lives on an individual,
communal, and global scale
o Activist artists use visual elements and medium to create work that engages the viewer
o Activist art aims to use art as a way to open conversations and make critical commentary
about the cultural conditions of the world around them
o Activist art is not always about the art that is created, but also can reach out into the
community; activist artists increase educational opportunities about the issues in the art
work, participate in community service, and donate proceeds to foundations created for
the same causes that the artist is addressing

Overview
The next 4 weeks of the curriculum will be dedicated to designing and constructing a sculpture
that is wearable to one participant of the group’s choosing. Students will discuss what social
issue they plan on engaging with during class discussion and individual group studio time. Since
the project will be large, students will delegate tasks amongst group members. As a group, you
can decide what social issue you wish to engage in and the medium in which you create your
work. The wearable structure will require planning in which groups determine design of the
underlying form, collection and use of medium of student’s choice, and thoughtful consideration
of how they can use medium and form to create meaning. This project will include feedback
sessions through weekly mini-critiques amongst the groups and peer reviews. Student’s will be
provided with general lists of common social issues, activist artists and community projects. A
field trip exploring public art from either the local community or within downtown Chicago will
take place during the first week of the project, allowing students to gain vital in-person
experience of the impact of community art. This project will end in the students choosing a
participant in the group or a model from within the student population to wear it in a public art
walk. This art walk will either be part of a final art showcase held by the whole student
population or in a community parade or art exhibition, as determined by the timing of the final
project. The class will decide which is best based on options given by the teacher. A calendar
will be provided for when certain tasks should be completed, mini-critiques, discussion days, and
the field trip date. Rubrics for group work as well as individual assessment will be provided at
the beginning of the project. Reference this overview, rubrics, handouts, and unit calendar often
to make sure your group is staying on task.
There are 4 major components to this project
Research
Creation
Presentation
Discussion

Research Component
Social Issue
This class will be divided into groups of 3 to 4 that will work together to create one wearable
sculpture. Each group will delegate tasks within the group. Each group will work as a team.
Each group will begin this project by choosing and then researching one social issue of their
choice. Students will theorize how best to represent this social issue by using visual imagery,
form of the sculpture, and medium. Research should be evident in your workbook and shared
with the group in order to create one cohesive sculpture from the whole group.

Medium
Besides the general traditional materials provided by the teacher, students will be allowed to
bring in their own materials as needed. If a group for example wants to work in a specific
medium that the teacher only has so much to provide (recycled materials, fabrics, cultural items)
students will be allowed to bring it in with teacher permission. Medium will be used in order to
create more meaning in the sculpture. Each group will create one frame that will underlie the
main sculpture and provide form for the sculpture in order for it to be wearable.
Consider these questions when choosing a topic
I.
What issues matter to me?
II.
What issues is my community facing?
III.
What issues can I bring awareness to in art form?
IV. How can my wearable sculpture be used as a conversation starter?
Check out these sites for general ideas to start research
https://listverse.com/2015/12/04/10-major-social-problems-that-could-be-fixed-with-innovativesolutions/
https://www.ranker.com/list/social-issues-in-america-that-you-care-about-most/mike-rothschild

Creation component
Wearable Sculpture
Students will create a sculpture that engages with a specific social issue and will allow for the
group member/model to wear or become part of the sculpture. Students will need to design and
mold an underlying form/structure in order that is capable of being worn by the group
member/model. After creating the structure for the main sculpture, students will build on top of
their frame using materials of their choice. Students will use medium critically to create
meaning beyond the form/visual imagery being created in the sculpture itself. The final
sculpture should engage with a social issue of the group’s choice, and the sculpture should be
representative in nature.
Students will have task completion dates in order to keep the wearable sculpture on task
o Social Issue Choice
o Proposal of Sculpture Idea/Materials needed
o Design of Frame
o Frame Completion
o Main Sculpture Construction
o Wear Test with Group Member/Model
o Sculpture Adjustments
o Final Sculpture

Weekly Mini-Critiques
Once a week, each group will meet with the teacher one-on-one to discuss progress of each
group’s sculpture. Each group will sign-up to talk with the teacher on designated days/times.
Students will bring all work including research, work in progress, and any questions they might
have. These mini-critique sessions will provide the group with the opportunity to view their
work as a whole as well as get helpful feedback. Progression, problems, and plans for changes
will be discussed during these sessions. Any concerns or issues can be brought up at this time.

Presentation Component
Art Walk
With completed sculptures, students will choose with the teacher based on opportunities
available where they would like to showcase their work publicly as a performance piece. Based
on timing of project completion and community events, students will choose if they would like to
showcase their work in a public parade, community art show, end of year school art show, or as
part of a whole event of its own.

Public Display
Following the art walk, students will think critically about what space within the school they
would like to display their final sculpture. Teacher would be recommended to find blank
clothing models onto which these sculptures can rest instead of on the floor. Students will
choose a space within the school, including any designated art cases in the school. Students will
think critically about what population they would like to address with their work for the
designated show time.

discussions component
Discussions
This component will be continuous throughout the whole project and is expected from every
student. Throughout this project there will be weekly mini-critiques, whole class discussion in
the beginning, middle, and end of the project, and during the public community art field trip.
Throughout this unit you are expected to voice your opinion, concerns, critiques, and feedback.

Final Reflection
On the final day of the project each of you will submit an individual reflection. The purpose of
this reflection is for you to take a moment to think about the process of conceptualizing your
sculpture, the process of working with a group, the process of creating your sculpture, and the
impact of having both a public performance and public display of your works. Each group will
also submit a short paragraph that is to be the artist statement to be displayed with your piece.
The individual reflection and artist statement will be typed, double spaced, 12 pt. Time New
Roman. The individual reflection must have your name on it, and the group artist statement will
list everyone’s names.
Individual Reflection Prompt:
I.
II.

III.

Introduction
a. Overview of what you created
b. Description of social issue of choice
Main Paragraphs
a. Paragraph 1 (impact of public art)
i. Discuss connections you made between viewing public art and being part
of public art
ii. Discuss how any connections made between artists researched and your
own work
iii. Discuss how social psychology concepts impacted the process of art
creation, working with a group, and bringing your work into the public
sphere
1. Bronfenbrenner’s Ecological Theory
2. Social Influence
3. Interpersonal Relationships
4. Ingroup v. Outgroup
iv. Discuss how you bridged gaps between people either in your group, in the
school community, or in the people who saw your work publiclys
b. Paragraph 2
i. Discuss what it was like working in a group on one shared project
ii. Discuss struggles you had
iii. Discuss positive experiences you had
iv. Discuss what you learned about working with other people
Conclusion
a. Discuss how the first two units helped you with the final project
b. Discuss how concepts learned in all 3 units have or have not impacted you
c. Discuss any improvements that could be made to the course
d. Discuss how you feel about the work you produced

Group Artist Statement:
I.

II.

Description
a. Group Member Names
b. Medium (both underlying structure and sculpture material)
c. Size & Year
Artist Statement
a. What does your piece depict?
b. What social issue is your piece engaging with?
c. Why did you choose this social issue topic?
d. What do you hope for viewers to learn from looking at your sculpture?

S O CIA L
PS Y CHO LO G Y
UNIT 3

SOCIAL
PSYCHOLOGY
• We are social
creatures
• We depend on
others in order to
grow and
understand our
place in society

HOW DO WE COME
TO UNDERSTAND
OUR PLACE IN THE
WORLD?
• We follow what our
parents teach us
• We follow what our
friends teach us
• We follow what our
community teaches us

SOCIAL INFLUENCE
• Social influence: the way in
which others manipulate people’s
behavior/opinion; the way in
which individuals change their
ideas/actions to meet demands of
social group
• Think you don’t follow other
people?

ELEVATOR EXPERIMENT

I.

BRAIN
BREAK!

L I N E U P B A S E D O N H OW M A N Y
P E O P L E A R E I N YO U R D I R E C T
HOUSEHOLD (INCLUDING
ANIMALS)

I I . L I N E U P B A S E D O N H OW M A N Y
I N S TA G R A M P O S T S Y O U H A V E
I I I . L I N E U P B A S E D O N H OW M A N Y
CLUBS/OUTSIDE
O R G A N I Z AT I O N S Y O U ’ R E PA R T
OF

INTERPERSONAL
RELATIONSHIPS
• Interpersonal
relationships: strong,
deep, or close association
or acquaintance between
two or more people
Types of relationships
• Family
• Friendship
• Romantic
• Professional
• Self

INGROUP V. OUTGROUP
• Ingroup: an exclusive, typically small group of people with shared
interest or identity
• Outgroup: those people who do not belong to ingroup
• Group examples
– Religion
– Ethnicity
– Organizations/Clubs
– Gender/Sexual Identity
– Age
– Likes/Dislikes

• What group(s) do you belong to? List 3 in your workbooks

Miss Beck belongs to many
groups today:
•
•
•
•
•
•
•

Participator in Social Media
Activist Artist
Teacher
Cisgender Woman in 20s
Photographer
Music Lover
Steven Universe Fan

OK SO YOU TOLD US ALL THIS
JUNK ABOUT WHY BEING
SOCIAL MATTERS, WHAT CAN
WE POSSIBLY DO ABOUT IT?
• Art is how we can address and promote
awareness and understanding about
topics that matter to our social world
• Artists can be activists
• Artists can use their art to bring change
to the world
• Artists can use their art to connect
people in ways only art can provide

Bicycle Zoo – Katrina Brees

Mixed Media, recycled material from garbage and wreckage from Hurricane Katrina

Nick Cave Soundsuits

1.Soundsuit, 2010, Dogwood twigs, wire, upholstery, basket and mannequin
2.Soundsuit, 2012, Mixed media including found abacus, buttons, upholstery, metal, and mannequin

Courtesy of the artist and Jack Shainman Gallery, New York

3.Soundsuit, 2015, Mixed Media including vintage burial wreath, beaded flowers, buttons, fabric, metal and
mannequin
4.Soundsuit, 2009, Mixed Media Including Synthetic Hair

THE ASSIGNMENT
Create a large scale wearable
artwork

Can be made of any
materials you
collect/are available
from class collection

Research and create a work focused
on a social issue of your choice

Works will be put on display during art
walk

Work in groups of
3/4

You will need to create
an underlying structure to
support the main suit
art

Following public walk
they will be displayed
publicly in the school

OTHER DAYS

CONFLICT RESOLUTION

FUSION-STEVEN UNIVERSE

PEACE AND LOVE ON THE PLANET
EARTH – STEVEN UNIVERSE

Activist Artists
Katrina Brees
Kehinde Wiley
Ai Weiwei
Laurel Golio
Swoon
Steve McCurry
John William Keedy
Alison Saar
Jenny Kendler

Sheppard Fairey
Keith Haring
Damon Davis
Pyotr Pavlensky
Judy Chicago
Edward Honoker
Michael Macku
Heather Agyepong
Joel Artistia

Charlotte Mary Pack
Pablo Picasso
Cildo Miereles
Carrie Reichardt
Diego Riviera
Janelia Mould
Chirstian Hopkins
Eduardo Kobra
Andy Golub

Carol Rossetti
Hunter S. Thompson

Ester Hernandez

Nicholas Lampert

Paul Fuentes
Barbara Kruger
Banksy
Laetitia Ky
Norman Rockwell
Katie Joy Crawford
Tsoku Maela
Luke Jerram
Carl Fredrik
Reuterswärd
Marie Hoeber

Activist Art Groups
We Are the Youth
Guerilla Girls

Washed Ashore
Chicago Gun Share
Program

POC + Mental Illness

AIDS memorial quilt

Activist Artists
Katrina Brees
Kehinde Wiley
Ai Weiwei
Laurel Golio
Swoon
Steve McCurry
John William Keedy
Alison Saar
Jenny Kendler

Sheppard Fairey
Keith Haring
Damon Davis
Pyotr Pavlensky
Judy Chicago
Edward Honoker
Michael Macku
Heather Agyepong
Joel Artistia

Charlotte Mary Pack
Pablo Picasso
Cildo Miereles
Carrie Reichardt
Diego Riviera
Janelia Mould
Chirstian Hopkins
Eduardo Kobra
Andy Golub

Carol Rossetti
Hunter S. Thompson

Ester Hernandez

Nicholas Lampert

Paul Fuentes
Barbara Kruger
Banksy
Laetitia Ky
Norman Rockwell
Katie Joy Crawford
Tsoku Maela
Luke Jerram
Carl Fredrik
Reuterswärd
Marie Hoeber

Activist Art Groups
We Are the Youth
Guerilla Girls

Washed Ashore
Chicago Gun Share
Program

POC + Mental Illness

AIDS memorial quilt

Final Sculpture Structure Design
Sketch:

Final Sculpture Structure Design
Sketch:

Final Wearable Sculpture Design
Sketch:

Medium Choices Available in Class:
Medium to be collected:

Final Wearable Sculpture Design
Sketch:

Medium Choices Available in Class:
Medium to be collected:

Student:
Project: Wearable Social Activist Sculpture
Points _____________/

Scoring
Research Component
Worked collaboratively with group members
Shared research materials with group
members to brainstorm ideas to enhance
creative opportunities
Completed evident research in workbook
including artist research, structure research,
and social issue research
Creation Component
Participated in group assigned tasks
Strove to work collaboratively and positively
in every group interaction
Worked efficiently during independent
studio time
Presentation Component
Student works with teacher to select a
chosen public space for performance aspect
of the sculpture
Works collaboratively with class to decide
on final gallery space for wearable
sculptures
Discussion Component
Participated in weekly check-ins
Engaged in discussion with group members
Participated in final presentation of
wearable sculpture by attending event
Completed and submitted final reflection

Individual Assessment

1
Poor

2

Needs
Improvement

3
Average

4
Great

5
Outstanding

Students:
Group Assessment
Project: Wearable Social Activist Sculpture
Points _____________/

Scoring
Research Component
Conducted research on chosen social issue
Clearly demonstrated research in final
sculpture
Creation Component
Completes and submits proposal of
wearable sculpture design and underlying
sculpture frame design
Students selected medium(s) that suited
chosen social issue
Social issue is recognizable due to
intentional choices in visual elements
including: medium, color, representational
elements including symbolism, and form
Prepared for sculpture frame testing day
Presentation Component
Chooses a group member or model for
performance
Group attended public showcase of final
sculpture
Discussion Component
Engaged in class discussions regarding
project introduction, psychology concepts,
and discussions of group critiques
Participated in final class critique
Completed and submitted group artist
statement
Used provided resources to engage and
discuss with group members about
sculpture ideas

1
Poor

2
Needs
Improvement

3
Average

4
Great

5
Outstanding

Unit 3 Calendar
W1.D1.

W1.D2.

-Project Introduction
-The Office Clip (Conflict
-Social Psychology Review Resolution)
-Group
-Group Research Time
Assignment/Brainstorm

W1.D3.
-SU Fusion Clip
-Group Research Time
-Group Idea Share
-Model Choice

W1.D4.

W1.D5.

-Weekly Check-in
-Independent Studio Time
(Structure)
-Application of Social
Psychology to Project Idea

Field Trip Community Art

W2.D1.

W2.D2.

W2.D3.

W2.D4.

W2.D5.

-Peace and Love on the
Planet Earth Clip
-Final Sculpture Plan Due
-Independent Studio Time

-Independent Studio Time

-Independent Studio Time

-Structure Testing Day
-Independent Studio Time

-Weekly Check-in
-Independent Studio Time

W3.D1.

W3.D2.

W3.D3.

-Independent Studio Time

-Final Structure Due
-Independent Studio Time

-Independent Studio Time

W4.D4.
Weekly Check-in

W4.D1.

W4.D2.

W4.D3.

W4.D4.

-Independent Studio Time

-Independent Studio Time

-Independent Studio Time
-Weekly Check-in

-Independent Studio Time
-Final Working Day

W4.D5.
-Independent Studio Time

W4.D4.
-Final Project
Discussion/Critique

additional Day for art Performance not contingent with schedule to the day

Total days 20

CHAPTER

7

Ingroups and Outgroups
Howard Giles
University of California, Santa Barbara
Jane Giles
Van Buren Consulting

Journey Through Chapter 7
Sightseeing: 	On your journey, you will visit ingroups and outgroups and learn about
intergroup boundaries that construct differences between cultural groups.
Taking a social construction perspective, you will explore how language is
used to identify and distinguish between ingroups and outgroups, and
explore how group vitality and communication accommodation theory
describe important aspects of intergroup communication processes.
Souvenir:

A
 fter your journey, you will take away an understanding of intergroup communication processes and the role of language in group identity.

This chapter introduces some key elements from an intergroup communication perspec-

tive (see Giles & Watson, 2008), one of many different ways of exploring intercultural relations. This approach studies the effects of talking to someone from another culture based
solely on that individual’s membership in that group, rather than talking to the person based
on individuating information, that is, unique characteristics, such as personality or temperament. The former would be considered a highly intergroup interaction, whereas the
latter would be much more inter-individual in nature (Tajfel & Turner, 1986). Intercultural
encounters can be either of these extremes—and, sometimes, with the same person on different occasions. For example, conversing with a newly fostered sister from China as though
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she was just one longstanding member of the family on one day yet on the next (perhaps
because she seems overly demanding) treating her as a complete outsider.
Actually, it is difficult to locate interactions that are not intergroup, at least to some degree
(see Giles, Reid, & Harwood, 2010; Harwood & Giles, 2005). Take, for instance, the following
snippet from a conversation between John and Frangelica who are of Irish and Sicilian
heritage respectively:
You are so, so special and unique, with the most bubbly personality! The fact that
we’re from so very different backgrounds does not affect my feelings toward you
one bit. It’s you who I love—this has nothing, nothing to do with where you came
from . . .
Although John’s sentiments are highly personal, idiosyncratic, and hence very interindividual in character, all this is expressly contrasted with Frangelica’s different ethnic
heritage and, therefore, her social identity is also salient in this conversation. Concepts introduced subsequently, such as ingroups and outgroups, intergroup boundaries, and group
vitalities, are important to the study of intergroup communication and can assist when
analyzing interactions with those from another culture (be it national, organizational, generational, etc.). To inform about these topics, the chapter provides a discussion of ingroups
and outgroups and the role language plays in group identification. In order to explain how
distinctions between ingroups and outgroups are communicated, intergroup boundaries are
explored followed by a section on labeling. Next, group vitality, an important aspect of group
identity, is discussed. Finally, the chapter explores communication accommodation theory
and its role in intergroup processes.

REFLECT 7.1: Are you currently living in a community comprised of mostly members of your own
cultural group? What benefits can be gained from living in such a community?

INGROUPS AND OUTGROUPS
An ingroup is a social category or group with which you identify strongly. An outgroup, conversely, is a social category or group with which you do not identify. An important characteristic of the in-outgroup dichotomy is that groups mark their identities communicatively by
the distinctive language and speech styles they create and use, the dress codes they adopt,
and the festivals and pageants that highlight their unique traditions and rituals, and so forth.
In this way, language and communicative features are important devices for creating an us
and them (see Gaudet & Clément, 2008) as indicated in the following examples of in- and
outgroup labels:
•• Christian versus Heathen
•• Muslim versus Infidel
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•• Zhong Guo Ren versus Wai Guo Ren (Chinese versus non-Chinese)
•• Nihonjin versus Gaijin (Japanese versus “out people”)
•• Jew versus Goyim
A broader example is from a videotape allegedly from former Al-Qaeda militant leader
Osama bin Laden that proclaimed: “The world has been divided into two camps. One under
the banner of the cross and another under the banner of Islam.”
People have many cultural identities that they can call upon. These might include
being a student, a surfer, a sporty guy, and so on. Clearly, people can have multiple identities. A person can simultaneously be a Korean who values their ethnic heritage, but is
also proud to have become an American citizen. Both components of this dual identity are
salient, and each one is triggered on different occasions as being more central to who that
person is at that moment. Korean Americans who visit Korea are often surprised—even

Photo 7.1   Do you see difference or similarity? Preference for people who think,
look, and act like you is common. This perceived similarity both enhances friendships
and limits opportunities to make friends. In this photo, group membership is not
produced by visual race or ethnicity. Instead group membership is produced by the
shared activities these children engage in and enjoy together.

Copyright 2010 Michael Kurylo.
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when visiting to retrieve some of their lost cultural heritage—to discover that locals see
and hear them only as American. Hence, what constitutes the major components of a
social identity can vary radically between different outgroups; sometimes the language
spoken is key to being an authentic member of a group, but for others it could be birthright. Knowing what are the essential ingredients of an outgroup’s identity can be important diagnostic information, as by this means you know best how to accommodate to
them. So when in the West Bank or the Gaza Strip, it has been argued that feeling subjugated and having continually endured conflict are emotional dimensions of a Palestinian
identity (see Ellis, 2006).

REFLECT 7.2: List the groups of which you are a member, and rank order them in terms of (1) their
positive value to you, and (2) the salience these social identities may assume in day-to-day
conversations.

Social identity theory proposes that when an ingroup identity is made or becomes
salient, people often wish to emphasize characteristics of their group that they hold dear
(Tajfel & Turner, 1986). Communicative symbols are often evoked in this regard and,
depending on the intercultural setting involved, can include emphasizing organizational
jargon, feminist sentiments, adolescent colloquial phrases, or ethnic accents (Giles &
Johnson, 2009). The theory suggests that by expressing its distinctive characteristics,
people can thereby assume unqualified pride in their membership in this group. Moreover, the theory suggests that by such expressed public identification with the group, this
translates into a greater sense of personal worth. An example would be a Jamaican
switching into the local creole when talking to an American tourist on the island, despite
the Jamaican’s ability to speak standard English. In this way, ingroup members can play
off of outgroup members to further bolster their valued ingroup identity as well as their
own self-esteem.

LANGUAGE AND INGROUP IDENTIFICATION
Language can be a critical determinant of whether someone views another as an authentic ingroup member or an outgroup imposter. Indeed, even one sound can cause detection as with the notion of linguistic shibboleths, which are words or terms that when
communicated can identify someone as being a member of a distinctive group. In the
Bible (Judges 15, 5–6), an account is provided of the Gileadites who captured large numbers of Ephraimites. If a person answered negatively to the question, “Are you an
Ephraimite?” they would then be required to pronounce Shibboleth. If the captured said,
Sibboleth because they could not articulate the appropriate sh sound, then their outgroup
status was revealed and they were duly killed (along with, purportedly, 42,000 other
Ephraimites).
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< Kiedy ranne wstaja zorze

Ledwie oczy przetrzec zdolam,

Kiedy ranne wstaja zorze,

wnet do mego Pana wolam,

Tobie ziemia, Tobie morze,

do mego Boga na niebie,

Tobie spiewa zywiol wszelki:

i szukam Go kolo siebie.

badz pochwalon Boze wielki!

Do mego Boga na niebie,

Tobie spiewa zywiol wszelki:

i szukam Go kolo siebie.

badz pochwalon Boze wielki!

Wielu snem smierci upadli,

A czlowiek, który bez miary

co sie wczoraj spac pokladli,

obsypany Twymi dary,

my sie jeszcze obudzili,

cos go stworzyl i ocalil,

bysmy Cie, Boze chwalili.

a czemuzby Cie nie chwalil?

My sie jeszcze obudzili,

Cos go stworzyl i ocalil,

bysmy Cie, Boze chwalili.

a czemuzby Cie nie chwalil?

***
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Do you understand what this says? Language, whether in interpersonal communication, in a business context, or in the media, is one way in which people communicate their ingroup status. If you
understand that this is a Polish lullaby titled “When the Morning Dawns Break,” then you are an
ingroup member with others who share this language.

In general, there is a positive correlation between your identification with a particular
ingroup and your expressed use of that group’s distinctive communication style. However, in
some settings, these ingroup patterns can be predicted more by the groups in which a person
does not wish to be identified than ones in which they do. For example, Catalonian speakers’
decision to use the language Catalan with a Castillian speaker in Barcelona rather than Castillian Spanish is predicted more by the Catalonians’ rejection of a Spanish identity than it is by
the strength of their Catalonian identity (Giles & Viladot, 1994). In like fashion, if writing to a
Catalan colleague in Barcelona, it might be prudent not to address the envelope being mailed
to Spain. Likewise, many Britons will not appreciate or respond well to receiving mail
addressed to them in Europe as they do not view themselves as part of that continent; rather
they would prefer the address to be Britain or UK.
The use of an ingroup language or speech style can be a critical feature of what it means
to be a member of many groups. Moreover, the importance of language as a component of a
person’s social identity can change over the lifespan. For instance, not bringing up your child
to speak Cantonese if, say, you have emigrated from Hong Kong to Vancouver may not be that
relevant to a Chinese-Canadian teenager whose core identity at that time is an adolescent
peer identity anyway. However, later in life, it is fairly common for Chinese emigrés not to
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feel entirely and fully Chinese, to feel resentful of their
parents for not passing on
If you would like to read more about related issues, visit
this linguistic gift to them,
Appendix D: Transnational Dominican Culture Through
and to begin avidly taking
Chinese language classes.
Phenomenological Analysis.
Knowing the statuses of
different languages in a culture being visited can be informative because many nations have more than one official
language, as is the case with Switzerland which has four. In addition, knowing that there
are different forms of the same language as in Arabic and German can be informative
for making appropriate language choices. The “lower” form of the language is typically
for use in informal contexts in the home and the neighborhood, whereas as the
“higher” form is used in formal institutional contexts, such as in church services and in
professional situations (e.g., addressing an instructor with two doctorate degrees as Herr
Professor Dr. Dr.).

Take a Side Trip:

INTERGROUP BOUNDARIES
Because of their role in intergroup communication, it is important to recognize intergroup
boundaries. These are symbolically equivalent to geographical borders, yet are reflected
in more psychological and communicative dimensions. For example, you communicate
intergroup boundaries when you contend that you have different ways of looking at the
world, spiritual rituals and moral standards, and so forth. Intergroup boundaries can be
found in food and drink, and even in the use of utensils. Brits are often regarded as impolite by some Americans for their use of eating utensils, by retaining the knife in their hand
rather than setting it down. Americans are regarded by some Brits as “shovelers” for their
ubiquitous use of the fork while eating because it is impolite to turn a fork over when eating with one in Britain. To get the right eating practices involves cultural knowledge (see
Cleveland, Laroche, Pons, & Kastoun, 2009). Asking for chopsticks in Thailand can be seen
as curiously ignorant when most ethnic Thais actually do not use these, but a fork! Given
the vehement reactions using outside practices can evoke, a “bilingual eater” would
accommodate local practices.
Language and physiognomy can be vivid intergroup boundaries felt as impervious to the
extent that they limit the ability of a person to become a genuine member of the group in the
eyes and ears of its members. Although permeability of intergroup boundaries such as being
bicultural and a nativelike speaker of another group’s language is possible (Kim, 2001), some
groups contend that their characteristics are so unique as to be quite inaccessible (and impermeable) to outgroups. For instance, people in Japan, at least in the recent past, have felt
Westerners cannot readily learn their language and, thereby, their cultural identity is rigorously held to be impermeable. In this vein, Americans who are fluent Japanese speakers
sometimes find that Japanese locals will not respond or accommodate back to them in
Japanese but, rather (and if they are bilingual), will continue in English for however long the
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American persists in speaking Japanese. In other words, an outsider’s seemingly over-accommodative and invasive use of Japanese is difficult to tolerate when locals intransigently
adhere to cultural boundaries.

LABELING
Labels can be used to delineate boundaries. For example, knowing that many Hong Kongers
will generically label all German, Swede, or Irish persons Westerners is valuable information
to have in terms of how you may be viewed there. In parallel, Britons may label an American
as a Canadian, or an American may ascribe Australianess to a New Zealander, and be surprised
by the disgust their miscategorization evoked! Appreciating social sensitivities such as these
is important when receiving and giving cultural labels and understanding the affect that these
can evoke. When asked, in a study, to consider how Belgian and Dutch students felt one week
after the 9/11 attacks in the United States, those who were told the experiment was about Arab
and Western reactions expressed more fear about future terrorist attacks than those who
were informed that the investigators were examining American and European reactions
(Dumont, Yzerbyt, Wigboldus, & Gordij, 2003) because of the labels with which they associated themselves.
After 9/11, many Sikhs from India (who are renowned for their turbans and beards) are
often falsely attributed as Muslims. As a consequence and because of anti-Muslim racism,
they have been subject to vicious ethnic slurs and some even have had their property firebombed. The act of being falsely foisted with an outgroup label is known as categorization
threat for the recipient. The term threat is intended to reflect the potential dire consequences of the label. Another example of this is when someone’s citizenship status is called
into question. It has been estimated that one-third of Asian-Americans who were born in
the United States are frequently asked: “Where do you really come from?” (Cheryan &
Monin, 2005). This is called identity denial because those asking the question deny those
being questioned their own identity as American. The defensive reaction to this type of
identity denial is often characterized by communicating allegiance to American values (e.g.,
feeling moved when the national anthem is played) and espousing American practices (e.g.,
playing basketball and baseball).
Knowing how outgroups use ethnic slurs or ethnophaulisms and what their social meanings might be is critical information on how a society views groups and their relative positions within the intergroup status hierarchy. This term denotes the fact that most groups in
contact have more or less status (and power), and that there is often a multicultural consensus
about the rank ordering of social groups in a particular society. Hence, there can be a relationship between a group’s position in the intergroup status hierarchy and the more frequently
offensive slurs aimed at this group. These ethnophaulisms are multidimensional in terms of
their complexities and valence. In terms of the latter, ethnic slurs vary along a dimension of
negativity. Taffy is a somewhat innocuous term for a Welsh-American (and simply refers to
the River Taff that flows through the capital city of Wales). Other slurs are, of course, way
more pernicious—and certainly so evident that they do not need to be highlighted here. Studies
by Mullen and his associates (e.g., Mullen & Smyth, 2004) have shown that the less complex

148

PART II  DISTINGUISHING SELF AND OTHER

and more negative the slur assigned to an ethnic group, the members of that group are less
likely to marry into the mainstream dominant group, more likely to hold low-paid occupations, appear less attractively in children’s literature, and are even more likely to commit
suicide. In other words, the simpler and worse an outgroup is viewed, the more negative
consequences there are for those having that group membership. Researchers have also
shown that the origins of labels people adopt for their ingroup, called ethnonyms, can be
symbolically important (Mullen, Calogero, & Leader, 2007). Indeed, it has been shown that
the more complex or the more diverse an ingroup reflects ethnonyms, the less intergroup
hostility they experience.

REFLECT 7.3: Think about the ethnic groups in your city or province. What labels, if any, do you
hear or see associated with these groups?

Direct slurs can sometimes be viewed as less harmful than more subtle, indirect expressions of disdain. In one study, Leets and Giles (1997) had people read a vignette that
depicted a Euro-American publicly proclaiming at a bus stop about not wishing to board a
bus driven by an Asian-American when it arrived. In one condition, a repeated sequence of
ethnophaulisms (too offensive to specify here) were expressed that were in contrast to the
other condition where the sentiment was expressed in a more indirect way, namely: “I don’t
feel comfortable taking your bus. I’ll wait for the next one and see if I feel safer with that
one.” Anglo-American readers of the vignette reported that the direct slurs were far more
harmful to the target than the indirect; however, the Asian-American readers (avowedly
accustomed to frequent ethnic slurs) reported that it was the indirect message that was the
most harmful. Arguably, indirect confrontations are quite difficult to manage communicatively, leading to uncertainty about how to respond effectively and, therefore, are associated
with heightened anxiety.
Linguistic subtleties can be viewed in another way by listening to the language people
use to describe or report on the actions of ingroups and outgroups—and this pertains to the
so-called linguistic intergroup bias (see Sutton & Douglas, 2008). This effect manifests
when people describe differently those that do honorable acts depending on their group
memberships. If your ingroup is behaving in a socially positive manner, then the act is
described in terms of global traits. For example, giving to a charity is talked about solely in
terms of the generosity of the donor. However, if an outgroup member committed this very
same act, they may be described only in specific behavioral terms—as giving so much
money to a particular charity. This allows perceptions of ingroup members overall to be
favorable, although for outgroup members it doesn’t generalize beyond the single act.
When doing despicable acts, people talk about ingroup and outgroup actions in the correspondingly converse ways. This, then, allows outgroup members overall to be viewed
negatively for engaging in even a single negative act, although the same act for an ingroup
member is less likely to affect the overall impression someone has of them. In these ways,
intergroup actions are linguistically sustained as stereotypically positive for the ingroup
and reaffirmed as far less so for the outgroup.
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Crip Mate        David Linton
Marymount Manhattan College
“Was she always . . . ?” “When did she . . . ?” “Did you know her before . . . ?”
People want to know if I fell in love with and married my wife before or
after she had the accident that severed her spinal cord and required her to
use a wheelchair.
People who use wheelchairs come to expect rude inquiries, “What happened to you?” Different response strategies emerge. Feigned innocence:
“What do you mean?” Belligerence: “It’s none of your damn business.”
Heroic dramatization: “I was dropped behind enemy lines and my chute
didn’t open.” Ju-Jitsu: “I’m fine, thanks. What happened to you?”
After more than 25 years of thinking about how to answer those intrusive questions, I’m still not sure how to respond. If I answer that we were
married before she became disabled, then the pity look would appear. “Oh,
you poor man,” you could almost hear them thinking, “what a burden to
have thrust upon you.” Next they’d want to know how long I had been married before “it” happened, whether I had been able to have a family, how I
had borne up under the extra responsibilities that must come to a person
wed to one with a disability.
When people learn that Simi became disabled years before we met, a
different set of fantasies plays out to figure out why an AB (one of the disability community’s slang for able bodied folks like me) would enter a relationship with someone with a disability. The first is that we have some sort
of martyr complex, a need to sacrifice ourselves for the good of another. At
times this makes us seem noble, generous, self-sacrificing. The other theory
is that we are secret fetishists, that we get kinky pleasure out of physical
intimacy with bodies that have undergone scarring trauma. Of course, there
are those who understand that love is not necessarily bound by conventions.
Falling in love with someone is a full body and soul experience.
I won’t deny that in addition to her beauty and sexy ways I was intrigued
by Simi’s disability and the way it shaped how she experienced the world.
At the age of 23 Simi was injured in an automobile accident. Both her
husband and her best friend were killed so her scars were both internal and
external. By the time we met in graduate school, she’d been through rehab,
had her own apartment, her own life, and had created a new advocacy
organization called the Coalition for Sexuality and Disability. She had
already cut out a place for herself in the world of disability culture. I was
fascinated by the whole package.
(Continued)
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(Continued)
After a few conversations during class breaks I asked her to have dinner
with me. We set a time and she mentioned, “I’ll be wearing a red carnation
so you’ll be able to find me.” It wasn’t until that night when she wasn’t
wearing a carnation that I realized that she was toying with my feigned
indifference to her disability. There was something about her wry humor
that let me know I was dealing with someone who would shake up my
assumptions and open me to new ways of looking at the world. The wheelchair does not diminish the fact that she was and is a beautiful, interesting
woman. And the life she has led and the insights she has gained and
shared with me because of the wheelchair make her all the more intriguing.
Simply put, she inhabits an exotic world.
As a disability activist, writer, and filmmaker, Simi is deeply involved in
that world and, as her mate, I am allowed entry. Members of the disability
community are comfortable calling each other crips as a term of bonding
and affection but of course I am not entitled to the term. But they do have
a word for people like me, a label that bestows on us status and distinction:
crip mate.
Consider:
1. The essay begins with a set of questions. Does the author ever provide the reader with answers to these? If so, what do you think the
answers are?
2. What ingroups and outgroups are identified in this essay?
3. What are the characteristics of the ingroups and outgroups in this essay?
4. What do you think about labels that are considered proprietary to
certain groups like crips?

GROUP VITALITY
The concept of group vitality has received a lot of attention in the multicultural literature. It
refers to how much a group has social advantages in terms of pride in its history, sheer numbers of its members, and the visibility of its culture and communicative codes in the important layers of society. It is made up of three separate, but interrelated, dimensions of status,
demographics, and institutional support that are each discussed in the next few sections. One
of the means of deciding whether your ingroup has a positive identity or not is to compare
the group’s characteristics along these vitality dimensions with that of the outgroup. For
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instance, how does your group fare in terms of its language’s use in the media, educational
curricula, and in local commerce vis-à-vis that of the outgroup? The vitality of an ingroup, as
well as an outgroup, can, arguably, be measured objectively. You can count the number of
demonstrators seen to protest the new illegal immigrant policies adopted in Arizona to inform
you about the group vitality of immigrants. However, data collection is not immune from
biases. How do you decide how many people are actually participating in a march, and for
how long? This is an unenviable analytical task.
Just as important as objective vitality are its perceptual dimensions, namely subjective
group vitality (Giles, Bourhis, & Taylor, 2009), that is, how people view their own and others
group vitalities. It has been argued that we are aware of the vitalities of all the social groups
to which we belong by mere (yet continual) perusals of media depictions and reports of relevant intergroup scenes. Further, ethnolinguistic identity theory contends that the higher
your ingroup vitality, the more members are willing to invest in their ingroup emotionally,

Photo 7.2   What value does celebration have to you? Celebrations and rituals such as those
that occur for holidays, weddings, funerals, and parades have value for culture. For example,
celebrations provide the opportunity for members of a community to show their cultural
solidarity and pride. This may be especially important for groups with a low group vitality.

Copyright 2010 Bill Edwards, Michael Kurylo, and Fran Shea.
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psychologically, and with respect to collective action to foster their own group’s interests
(Giles & Johnson, 2009). Put another way, there appears little merit in, or gain from, possessing a vitality that has a consensually low subjective vitality in terms of its status, demographic
health, and institutional support. Ingroups and their cultures, including their languages and
literatures, will survive and flourish (e.g., Catalan, Navajo, Irish Gaelic, and Luxembourgish),
continue to be creative and innovative, and expand and be socially influential, if they have
high perceived ingroup vitality. In general, high vitality groups are usually dominant groups,
those in the upper echelons of any intergroup status hierarchy, whereas low vitality groups
are marginalized groups, those relegated toward the bottom end of this continuum.
It is important to note that for dominant groups to maintain their social privileges and
advantages, they might need to control public information that perpetuates low subjective
vitality among subordinate groups. Members of low vitality groups, for their part, may be
disposed to assimilate into other more prestigious collectivities to gain enhanced personal
worth and dignity. Consequently, their communication codes might fade away into oblivion
in a manner referred to as language suicide.

REFLECT 7.4: How are ethnic minorities in your hometown represented in radio and on television? If you think there are differences between how groups are represented, why do you think
this might be?

Status

Take a

One important subdimension of group vitality has been labeled status. This refers to the influence and power a group has economically, historically, socially, and linguistically. For example,
regarding the latter, Greek may not have high status as an international language; yet, in
Melbourne (purportedly the
second largest “Greek city”), it
Side Trip:
has accrued considerable local
currency. Groups with high
If you would like to read more about related issues, visit
vitality will usually have a hisAppendix C: Dagaaba Culture of Ghana Explored Through
tory of which they are proud
Rhetorical Analysis.
and this can be reflected in
school texts, TV serials, monuments, painted street wall
murals, and so forth. However, sometimes flawed historical events, such as military defeats, can
be mobilizing even hundreds of years later (e.g., the Battle of Bannockburn for the Scots) as the
ingroup ponders its cultural survival in the face of colonializing influences and aggression.
Communicating history is a potent intergroup force. This can be illustrated not only in Japan’s
prior refusals to apologize for their militaristic actions in World War II, but in its reinforcing historical biases in these regards in educational texts for Japanese school children (Edwards, 2005).
Other subdimensions of this status vitality factor include economic and linguistic statuses
whereby certain groups seem to excel in business and commerce, and their language and
dialect is still an important mode of communication. In the latter regard, note the impressive
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resurrection and revitalizing of ethnic languages in the wake of both the dissolution of the
former Soviet Union and Yugoslavia. Interestingly, as globalization takes hold of market
economies, languages—as precious resources of ingroup vitality—can take on unprecedented
social capital with a group’s desires for cultural distinctiveness and authenticity. For example,
many ethnic minorities and smaller cultures have feared being homogenized by the establishment of the European Union. This concern can then lead to cultural and linguistic
revitalization (as with the increased use of, and support for, the Breton, Basque, and Frisian
languages) in ways that could never have been predicted decades earlier.

Demographics
Demographics (that is, the population and location features of groups) are, too, a key dimension of group vitality. Hence, attempted massacres, genocide, and ethnic cleansing perpetrated against certain groups can be seen as concrete means of delimiting the violated group’s
perceived strength. Interestingly, such acts of atrocity are still committed all around the world
(e.g., Nigeria and Indonesia) and in the cultural heartlands of outgroups, such as Christians
slaying Muslims in their mosques and defiling their sacred places and the latter, in turn, desecrating churches, altars, and crosses. Demographic vitality can be manifest in a range of
different means. For example, ingroup sanctions against those engaged in ethnic mixed marriages can be interpreted as one way of maintaining ingroup vitality, particularly when it is
the female of a subordinate group that marries into a dominant group family. In this case, it
is often the language and culture of the woman that is lost and not passed onto future generations because of her ingroup’s low group vitality.
When immigrants enter and settle in a country or region of which they are not native, the
spread of their languages within it (e.g., Spanish into the western states of the United States
and East European languages and Turkish into Western Europe) may be considered, by some
longstanding residents, as a diminution of their own host group’s language. Mainstream
backlashes often result as a way of ameliorating the threat. Oftentimes immigrating groups
and refugees (such as the Hmong in the United States) are strategically dispersed across a
nation’s territory by the host government agencies so as not to have them concentrated in
demographically strong enclaves. Acting in this way can diminish the dispersed group’s cultural solidarity and, thereby, stymie their potential to possess economic and political muscle.
Emigration is the movement, voluntary or forced, of one group to another geographical
and culturation space. Emigration, especially of a group’s educated youth, can decrease ingroup
vitality. Much attention has been given to so-called White flight in certain areas of the United States
where Euro-Americans parents withdraw their children from schools where African American and
Hispanic children are seen as becoming more dominant, and therefore vitality threatening. San
Francisco has recently seen the emergence of “Black flight” whereby African Americans have
moved out of the city to other areas. As a result, Asian-Americans have moved into these neighborhoods, causing resentment, conflict, and crime among some of those remaining.

Institutional Support
Institutional support is the last important dimension of a group’s vitality and refers to the
extent to which a group and its culture are reflected in the main structures of society, such
as in the media, politics, the law, and so forth. The use of the ingroup language in ethnic
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newspapers, newsletters, magazines and Internet sites, as well as the ability to see it in the
national and international news on the TV, are potent forms of high vitality. Indeed, in one
study, institutional support was perceived as the most important of the three vitality factors
(Giles, Rosenthal, & Young, 1985). Knowledge of, as well as talk about (see Harwood, Giles, &
Bourhis, 1994), a group’s presence in the educational curriculum, its continued use in religious
settings, and even the growth of its own unique places of worship can make profound statements
about its cultural capital. In Britain for instance, it has been estimated that there are no less than
1,600 mosques there for worship. Moreover, attention given to the building of mosques and their
minarets (symbolically represented as guided missiles in the Swiss media) brought about a wave
of indignation amongst non-Muslims in Switzerland. Likewise, the construction of Israeli settlements in Arab communities, be it considered legitimate from the Jewish side or not, is a threat
to Palestinian vitality as well as the permeability of the group’s cultural boundaries.
The linguistic landscape is a powerful means of establishing and legitimizing a sense of
ingroup pride and vitality. The visual and sensory energies of neighborhoods like Little Italies
and Chinatowns in the United States, as discussed in Chapter 1, are replete with ethnically
distinctive odors, and with signage widely proclaiming that the ethnic tongue (at least in
terms of road and shop signs) is very much alive and well. Moreover, the groups’ festivals,
music and song, sculptures and fine art, as well as many other cultural artifacts in the home
are markers of ingroup solidarity and valued distinctiveness.
Certainly, relative group vitalities are not a static phenomenon, and a person’s appraisal of
them should not be considered etched in stone. Groups continually vie for an increasing
share of overall vitality as this, in part, contributes to their survival in the local intergroup, as
well as sometimes the global, scene. In other words, just because a traveler formulated a vitality profile for a cultural destination a few years earlier does not mean that the profile would
be the same now. Because of all sorts of intergroup and international forces, vitality profiles
are not static—they are quite malleable.

COMMUNICATION ACCOMMODATION THEORY
Communication accommodation theory is a framework that explores the reasons for, and
consequences arising from, speakers converging toward and diverging away from each other
(see Gallois, 2008; Giles & Ogay, 2006). Typically, recipients generally receive convergent
moves favorably. This accommodation conveys respect and effort that, in turn, renders appreciative responses, such as liking and altruism. For recipients, the effects of intergroup accommodation can also generalize to broader and more positive feelings about the entire culture
and group to which the converger belongs. Naturally, the consequences of this are interactional satisfaction that can yield a range of other social payoffs, such as a general pleasure at
being in the culture and with its people, a desire to revisit at a later time, the fostering of
business deals in the future, and so forth.
It must be borne in mind that any cultural group is often made up of quite heterogeneous
subgroups and members who will hold widely differing values, beliefs, and various ways of
expressing their identities. In other words, meeting up with people from another culture does not
mean you will engage a monolith. Even when you accommodate, you will want to be sensitive to
the inevitable variability of people even within a single cultural group (see Gallois & Callan, 1997).
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Convergence
Accommodating to an outgroup language—even in terms of simple hellos, expressing thanks,
and ordering, say, drinks can demonstrate convergence in which you are tying to join with
outgroup members. Accommodative moves like these are behavioral attempts to accommodate that may be welcomed and can engender genuine cooperative responses in many cultures. That said, such affiliative approaches would have to be viewed as accommodative as
sometimes people hear what they wish to. Work on the retroactive speech halo effect (Ball
et al., 1982) is relevant here, and is built upon the notion that fast speech rates and standard
accents are construed as positive attributes of speakers across many cultures. Hence the
effect is manifest in that if a person believes a speaker is of high status, they would be heard
to sound more standard accented and faster in speech rate than if no status information was
available about them or, especially, if they were known to be of low status. In this way and as
shown in Figure 7.1, accommodative moves, such as a Japanese-fluent American speaking
Japanese to a Japanese person, are susceptible to biases and may be not always be received
in the way they were intended.

Figure 7.1   Intergroup Model of Accommodative Processes.
Does this model explain your intercultural encounters? The complexity of intercultural communication is often hard to grasp. This model provides an explanation of how these interactions might work.

Intergroup
Knowledge
Accessed via
Media and
Processing
Interactions

Communication
Accommodations

Message
Perceptions and
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Outcomes

Source: Adapted based on communication accommodation theory (Gallois, 2008; Giles & Ogay, 2006).
Copyright 2011 by Howard Giles and Jane Giles.
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Interestingly, this caution is contrary to the accommodative advice suggested earlier and,
hence, important to appreciate and anticipate; otherwise, it can lead to resentment and a dissatisfactory intergroup climate. In light of this caution, locals could construct a Japanesefluent American switching back into English as the appropriate accommodative move. Hence,
accommodations are not simply the province of sociolinguistic acts alone but also other
variables involved.
The keen observer of an intergroup scene should find it informative to determine which
and how many ethnic minority groups are located in a targeted cultural milieu and to explore
their interrelationships within the culture; Italy, for instance, has at least 13 ethnolinguistic
communities. Knowing, for instance, that America is a male-dominant culture that often
treats women as a special class to be protected would allow every chivalrous act, like a
man holding the door open for a woman, to make more sense. In tandem, observing norms
within cultural behavior such as the kinds of jobs women are seen to be in, the roles they play
in shopping, taking care of children, older people, and pets, their style of dress, and whether,
as is the case in Kuwait, they have to buy hamburgers in a different location than men can be
diagnostic of their social position.

Divergence
In intergroup interaction, social stereotypes about ingroups and outgroups can be triggered
that could alter the ways messages are exchanged between intergroup members in such a
way as to create divergence or a distance between ingroups and outgroups. Knowledge of
stereotypes of various groups (and their subtypes), the kinds of emotions they stir up, and
their attributed origins can also be as important information about the groups as the kinds of
ethnophaulisms that exist about them. This can be especially important in terms of the outgroup or host culture’s images of particular groups of foreigners and the reasons triggered to
account for them. Particularly, knowing how you might be perceived by others, and why, can
be enormously helpful in adapting to a culture and its members (see Reid & Anderson, 2010).
This is a difficult situation to deal with and especially so, for example, when stereotypes of
U.S. Americans (such as their being aggressive, arrogant, superior, imperialist, loud, and so
forth) are written large on the linguistic landscape—as in graffiti on walls in large letters saying “Yanks Go Home!” What is even more frightening is the infrahumanization effect
whereby people have a tendency to attribute and express human qualities to members of
their ingroup, but less human and more animalistic properties to outgroups, such as knuckleheads or gooks (see Vaes & Paladino, 2010).
Although research on group vitality has been devoted mostly to interethnic group settings,
it is important to underscore that other forms of cultural groupings—including the generations, organized street gangs, hearing impaired (and deaf culture), police, and so forth—all
lend themselves to cogent analysis in these terms. Given power disparities and vitality disparities, intergroup accommodation is, more often than not, unidirectional to the extent that
subordinate groups communicatively align themselves more with dominant groups than vice
versa. This might be a problem for society because it hampers its ability to evolve or be
empowered to embrace the cultural capital of another community that has its own enriching
resources.
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All this could lead to accommodative dilemmas, which occur when people have to communicatively manage others’ miscategorizations of, or overt or covert abuse toward, their
group in their conversations. For example, a U.S. American student studying abroad is questioned by the patriarch of her host family about whether she fits the stereotypes he holds of
U.S. Americans. The student faces an accommodative dilemma because she has to manage
how she responds to his questions in order to be accommodative while navigating his mischaracterization of U.S. American culture. Such situations are particularly challenging if
people wish to amend an outgroup’s feelings about, and images of, their ingroup. One intercultural sphere, namely intergenerational communication, has expended some modest effort
in this direction by looking at the ways older people can deflect or manage situations (e.g., by
being assertive or humorous) in which they have been patronized because of their age (Ryan,
Kennaley, Pratt, & Shumovich, 2000).
The thrust of this chapter is that it is important, in all these respects, to understand how
other groups (as well as meaningful subgroups within them) might perceive you and your
cultural group, that is, how people label, stereotype, describe, and react to you. Group
members need to inquire into the social origins of perceptions of their group, however
illegitimate and disturbing these cognitions and emotions feel. In this sense, people need
to appreciate that if another group member diverges away from them in speech style or
nonverbally, and also denigrates them overtly or covertly, that they should not necessarily
take this personally but, rather, take it as a more generic reaction to group membership in
a perceived social category. In this way, personal respect and esteem can typically only be
improved to the extent that the outgroup culture revises the image of the ingroup as a
whole more positively, or views each person in the ingroup as unique individuals to be
valued positively due to salient individuating information. Moreover, it is important to
underscore perceived in the foregoing advisedly as sometimes people are categorized into
cultural groupings erroneously by others based on inferences about the perceived character of their communicative styles; for example, being attributed by a U.S. American as
English when you are Irish.

Intergroup Model of Accommodative Processes
The model depicted in Figure 7.1 is a summarized way of schematizing the argument developed in this chapter. Starting with the top left box, a person needs to garner knowledge
about the outgroup(s) being visited, and relate this to ingroup ways of interacting. Such
knowledge can be gained by direct face-to-face interactions, vicarious observations of, and
even imagined contact with outgroup members (see Turner, 2010). Intergroup contact can
come by way of conversations with, and observations of, the host culture through its media,
literature, and knowledge of its history (Harwood, 2010). Interestingly, few intercultural communication programs are devised to provide potential vacationers (and business people)
with recorded histories of the groups involved, let alone from both cultures’ perspectives
(Cargile & Giles, 1996).
Enriched by this intergroup knowledge, more positive attitudes toward the outgroup and
increased motivations to be communicatively involved with them can be engendered
(as well as perhaps new insights evoked about a person’s ingroup, too). These intergroup
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attitudes and motivations (middle lower box in Figure 7.1) then allow a person to be better
placed to make appropriate communicative accommodations to the outgroup and manage
accommodative dilemmas, be it in terms of key words, phrases, or accepted dress styles for
particular contexts, and so forth. In the ideal world, the outgroup will recognize these
accommodations, and should reciprocal accommodations follow (see top right box), then
positive intergroup outcomes (e.g., intercultural communication satisfaction) will ensue
(see right lower box). The arrows in Figure 7.1 are bilateral to indicate feedback cycles as
in the case of intercultural satisfaction promoting future, and perhaps more extensive, accommodations as well as satisfaction encouraging the pursuit of further intergroup
knowledge.

FINAL THOUGHTS
A skeptic reading this chapter might conclude that intercultural encounters are a minefield
that should be avoided at all costs! The intent, of course, has not been to spawn such fears,
but rather, that you remain mindful of, and become more sophisticated about, complex
intergroup dynamics as tourists, businesspeople and the like. This can help to navigate
misattributions, miscommunication, and even conflicts and increase the benefits gained
from intercultural interaction. Some cultures encountered greet people with open arms if
their images of that group have been historically and politically positive, as well as economically and militarily supportive. Possibly and intuitively, it is these very cultures that
people choose to embrace as they plan trips abroad in order to minimize the demands of
the intergroup work referred to previously and enhance the intercultural satisfaction they
so wish to enjoy. Even then, people need to be open and welcoming to those who inevitably
and frequently enter (and, in some people’s minds, invade) their own cultural space as refugees, visitors, and migrants. Hopefully, the model scheme in Figure 7.1 will be a useful heuristic for managing the plethora of intergroup and intercultural episodes that readers will
inevitably encounter over their life spans.

CONTINUE YOUR JOURNEY ONLINE
Visit: www.babyboomers.com/
The National Association of Baby Boomers website. Learn about how this generation views its cultural identity. Explore issues that are important for this generation.
How does this group construct itself through the website as distinct from other
groups?

Note
We wish to extend sincere appreciation to the editor of this volume for her encouragement throughout the process and
her wonderfully cogent and extensive comments on earlier drafts.
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SAY WHAT?
Say What? provides excerpts from overheard real-life conversations in which people have communicated stereotypes. As you read these conversations, reflect on the following questions.
• Have you been in conversations like this before?
• Is there any one of these conversations that stick out to you more than the others? Why or
why not?
• What do you think of this conversation?
• How did the stereotype help or hinder the conversation?
• Was there another way the stereotyper could have communicated to convey the same point?
• How do you feel when you hear this conversation or the specific stereotype?
• Do any concepts, issues, or theories discussed in the chapter help explain why?

•• Say What? Jen walked right past the two of us mumbling something about how she can not
stand how the house is always looking sloppy. She noticed a pot with rice stuck to it soaking in
water and said, “See like this gook pot soaking in the sink; I am sick of this.” Melissa and I just
looked at each other and then laughed out loud and so did Jen. I informed Jen that it was me
who was responsible for the pot of rice soaking in the sink and not our Chinese roommate.
•• Say What? Shelly and I were discussing one of the girls that had come out to rush sorority,
“Marie,” who had been extremely shy, kind of hard to talk to, and lived in the honors dorm.
She was very nice and seemed to be a little nervous. Shelly then implied that maybe we would
not want her in sorority because she is probably a boring person and probably isn’t too much
fun to be around. I was kind of surprised that she was so blunt about it. Then after a couple
of seconds I disagreed with her. I told her that not all shy, smart people were necessarily boring.
•• Say What? This past Saturday my friend and I were at the bank standing in line. She just
needed change. The line was really outrageous and she didn’t want to wait. So she said,
“I guess I have to wait in this line. I would ask someone in line for change but they don’t look
like they have any money.” I said to her, “Wow isn’t that a stereotype.” The people in the line
were all Mexican except us. I thought it was really ironic that she would assume that these
people had no money yet they were standing in the bank.
•• Say What? An African American individual started to walk in front of us. He was coming
toward us and we could see that his dress was not very collegelike; he seemed to be in his
mid-20s and did not seem to go to college. My friend was holding my left hand as the individual passed that side. As he moved closer, she proceeded to walk to the other side of me and
squeeze tightly my left hand. The response that the individual took was to move into the street.
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REVIEW QUESTIONS
1. What is the difference between intergroup and inter-individual interaction, as defined in the
chapter? Why does this distinction matter for intercultural communication?
2. Do ingroups shift depending on which is salient at a given time or are they fixed regardless of
context? Explain your answer by using and extending examples from the chapter.
3. How do people use labels to differentiate between ingroups and outgroups?
4. In your own words, explain social identity theory using one of the examples discussed in
the chapter.
5. Why might categorization threat and identity denial discussed in the chapter relate to the concept of face discussed earlier in the text
6. Choose an example from an earlier chapter in the text. Explain how the concept of intergroup
boundaries defined in this chapter applies.
7. When are the subdimensions of group vitality been particularly relevant? Provide an example
and explain based on the discussion in the chapter.
8. Where does media fit in the model of accommodative processes provided in the chapter? Why
is this an appropriate place for it in a model about accommodation?
9. Based on the discussion throughout the chapter, create a list of the characteristics we tend to
assign to ingroup members and what characteristics we tend to assign to outgroups, regardless
of which particular culture either represents.
10. The chapter discusses intergroup interaction in neither a positive or negative way, though some
of the examples demonstrate both. Why is this neutral stance taken?
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Social Psychology
Saul McLeod, published 2007
Social psychology is about understanding individual behavior
in a social context.
Baron, Byrne & Suls (1989) define social psychology as ....

'the scientific field that seeks to understand the nature
and causes of individual behavior in social situations'
(p. 6).
It therefore looks at human
behavior as influenced by other
people and the social context in
which this occurs.
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Social psychologists therefore deal with the factors that lead us
to behave in a given way in the presence of others, and look at
the conditions under which certain behavior/actions and
feelings occur. Social psychology is to do with the way these
feelings, thoughts, beliefs, intentions and goals are constructed
and how such psychological factors, in turn, influence our
interactions with others.
Topics examined in social psychology include: the self concept,
social cognition, attribution theory, social influence, group
processes, prejudice and discrimination, interpersonal
processes, aggression, attitudes and stereotypes.

History of Social Psychology
Early Influences
Aristotle believed that humans were naturally sociable, a
necessity which allows us to live together (an individual
centered approach), whilst Plato felt that the state controlled
the individual and encouraged social responsibility through
social context (a socio-centered approach).
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Hegel (1770–1831) introduced the concept that society has
inevitable links with the development of the social mind. This
led to the idea of a group mind, important in the study of
social psychology.
Lazarus & Steinthal wrote about Anglo-European influences in
1860. “Volkerpsychologie” emerged, which focused on the idea
of a collective mind. It emphasized the notion that personality
develops because of cultural and community influences,
especially through language, which is both a social product of
the community as well as a means of encouraging particular
social thought in the individual. Therefore Wundt (1900–
1920) encouraged the methodological study of language and
its influence on the social being.

Early Texts
Texts focusing on social psychology first
emerged at the start of the 20th century. The
first notable book in English was published by
McDougall in 1908 (An Introduction to Social
Psychology), which included chapters on
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emotion and sentiment, morality, character and religion, quite
different to those incorporated in the field today.
He believed that social behavior was innate/instinctive and
therefore individual, hence his choice of topics. This belief is
not the principle upheld in modern social psychology,
however.
Allport’s work (1924) underpins current thinking to a greater
degree, as he acknowledged that social behavior results from
interactions between people. He also took a methodological
approach, discussing actual research and emphasizing that the
field was one of a “science … which studies the behavior of the
individual in so far as his behavior stimulates other
individuals, or is itself a reaction to this behavior” (1942: p.
12). His book also dealt with topics still evident today, such as
emotion, conformity and the effects of an audience on others.
Murchison (1935) published The first handbook on social
psychology was published by Murchison in 1935. Murphy &
Murphy (1931/37) produced a book summarizing the findings
of 1,000 studies in social psychology. A text by Klineberg
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(1940) looked at the interaction between social context and
personality development by the 1950s a number of texts were
available on the subject.
Journal Development

• 1950s – Journal of Abnormal and Social Psychology
• 1963 – Journal of Personality, British Journal of
Social and Clinical Psychology
• 1965 – Journal of Personality and Social Psychology,
Journal of Experimental Social Psychology
• 1971 – Journal of Applied Social Psychology,
European Journal of Social Psychology
• 1975 – Social Psychology Quarterly, Personality and
Social Psychology Bulletin
• 1982 – Social Cognition
• 1984 – Journal of Social and Personal Relationships

Early Experiments
https://www.simplypsychology.org/social-psychology.html
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There is some disagreement about the first true experiment,
but the following are certainly among some of the most
important. Triplett (1898) applied the experimental method to
investigate the performance of cyclists and schoolchildren on
how the presence of others influences overall performance –
thus how individual’s are affected and behave in the social
context.
By 1935 the study of social norms had developed, looking at
how individuals behave according to the rules of society. This
was conducted by Sherif (1935).
Lewin et al. then began experimental research into leadership
and group processes by 1939, looking at effective work ethics
under different styles of leadership.

Later Developments
Much of the key research in social psychology developed
following World War II, when people became interested in the
behavior of individuals when grouped together and in social
situations. Key studies were carried out in several areas.
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Some studies focused on how attitudes are
formed, changed by the social context and
measured to ascertain whether change has
occurred. Amongst some of the most famous
work in social psychology is that on obedience
conducted by Milgram in his “electric shock”
study, which looked at the role an authority figure plays in
shaping behavior. Similarly, Zimbardo’s prison simulation
notably demonstrated conformity to given roles in the social
world.
Wider topics then began to emerge, such as social perception,
aggression, relationships, decision making, pro social behavior
and attribution, many of which are central to today’s topics
and will be discussed throughout this website.
Thus the growth years of social psychology occurred during
the decades following the 1940s.

Social Psychology Key
Figures
https://www.simplypsychology.org/social-psychology.html
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Allport (1920) – Social
Facilitation
Allport introduced the notion that the presence of others
(the social group) can facilitate certain behavior.
It was found that an audience would improve an actors’
performance in well learned/easy tasks, but leads to a
decrease in performance on newly learned/difficult tasks
due to social inhibition.

Bandura (1963) Social Learning
Theory
Bandura introduced the notion that behavior in the social
world could be modeled. Three groups of children watched
a video where an adult was aggressive towards a ‘bobo doll’,
and the adult was either just seen to be doing this, was
rewarded by another adult for their behavior or were
punished for it.
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Children who had seen the adult rewarded were found to be
more likely to copy such behavior.

Festinger (1950) – Cognitive
Dissonance
Festinger, Schacter and Black brought the idea that when
we hold beliefs, attitudes or cognitions which are different,
then we experience dissonance – this is an inconsistency
that causes discomfort.
We are motivated to reduce this by either changing one of
our thoughts, beliefs or attitudes or selectively attending to
information which supports one of our beliefs and ignores
the other (selective exposure hypothesis).
Dissonance occurs when there are difficult choices or
decisions, or when people participate in behavior that is
contrary to their attitude. Dissonance is thus brought about
by effort justification (when aiming to reach a modest goal),
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induced compliance (when people are forced to comply
contrary to their attitude) and free choice (when weighing
up decisions).

Tajfel (1971) – Social Identity
Theory
When divided into artificial (minimal) groups, prejudice
results simply from the awareness that there is an “outgroup” (the other group).
When the boys were asked to allocate points to others
(which might be converted into rewards) who were either
part of their own group or the out-group, they displayed a
strong in-group preference. That is, they allocated more
points on the set task to boys who they believed to be in the
same group as themselves.
This can be accounted for by Tajfel & Turner’s social
identity theory, which states that individuals need to
maintain a positive sense of personal and social identity:
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this is partly achieved by emphasizing the desirability of
one’s own group, focusing on distinctions between other
“lesser” groups.

Weiner (1986) – Attribution
theory
Weiner was interested in the attributions made for
experiences of success and failure and introduced the idea
that we look for explanations of behavior in the social world.
He believed that these were made based on three areas:
locus, which could be internal or external; stability, which is
whether the cause is stable or changes over time: and
controllability.

Milgram (1963) – Shock
Experiment
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Participants were told that they were taking part in a study
on learning, but always acted as the teacher when they were
then responsible for going over paired associate learning
tasks.
When the learner (a stooge) got the answer wrong, they
were told by a scientist that they had to deliver an electric
shock. This did not actually happen, although the
participant was unaware of this as they had themselves a
sample (real!) shock at the start of the experiment.
They were encouraged to increase the voltage given after
each incorrect answer up to a maximum voltage, and it was
found that all participants gave shocks up to 300v, with 65
per cent reaching the highest level of 450v.
It seems that obedience is most likely to occur in an
unfamiliar environment and in the presence of an authority
figure, especially when covert pressure is put upon people to
obey. It is also possible that it occurs because the
participant felt that someone other than themselves was
responsible for their actions.
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Haney, Banks, Zimbardo (1973)
– Stanford Prison Experiment
Volunteers took part in a simulation where they were
randomly assigned the role of a prisoner or guard and taken
to a converted university basement resembling a prison
environment. There was some basic loss of rights for the
prisoners, who were unexpectedly arrested, given a uniform
and an identification number (they were therefore
deindividuated).
The study showed that conformity to social roles occurred
as part of the social interaction, as both groups displayed
more negative emotions and hostility and dehumanization
became apparent. Prisoners became passive, whilst the
guards assumed an active, brutal and dominant role.
Although normative and informational social influence had
a role to play here, deindividuation/the loss of a sense of
identity seemed most likely to lead to conformity.
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Both this and Milgram’s study introduced the notion of
social influence, and the ways in which this could be
observed/tested.

Summary
Key Features
Objective Measurement
Nurture
Nomothetic
Basic Assumptions
All behavior occurs in a social context, even when nobody
else is physically present.
A major influence on people's behavior, thought
processes and emotions are other people and the society
they have created.
Strengths
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Social psychology provides clear predictions. This means
that explanations can be scientifically tested and support
with evidence.
Emphasizes objective measurement
Many experiments to support theories
Methodology / Studies
Experimental Method
Questionnaires
Milgam
Stanford Prison Experiment
Areas of Application
Social Influence: Conformity
Social Influence: Obedience
Self-concept
Discrimination
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Aggression
Relationships
Limitations
Underestimates individual differences
Ignores biology (e.g. testosterone)
Provides only 'superficial snapshots of social processes'
(Hayes, 1995)
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Chicago art exhibit aims to show how easy it is to get a gun - CNN

US +

Live TV

'Gun-sharing' station uses art to make point about
gun violence
By Amir Vera, CNN
Updated 7:17 PM ET, Mon May 14, 2018

The "Chicago Gun Share Program" illustrates how easy it is for ordinary citizens to obtain guns.

(CNN) — It's like a bike-sharing station, but with what appear to be AR-15 riﬂes.
No, the "gun-sharing station" in Daley Plaza is not actually real, it's more a symbolic piece of public art.
The exhibit, called the "Chicago Gun Share Program," holds a row of 10 replicas of AR-15 riﬂes. The exhibit is
structured to make it look as though getting a weapon is as easy as renting a bike.
The protest art piece is an illustration of how easy it is for an ordinary citizen to obtain an assault weapon and came
about as a partnership between Chicago-based advertising agency The Escape Pod and gun safety organization
the Brady Center to Prevent Gun Violence.
"Our hope is to raise awareness of this important issue. We're
hoping the Chicago community can take advantage of this ...
and learn how simple it is for a civilian to obtain a weapon of
war," said Max Samis, Brady Center press secretary.
"Our goal here is to start a conversation on one of the more
burning issues of our day, and in the process, raise muchneeded funds for the Brady Center to Prevent Gun Violence,"
said Vinny Warren, The Escape Pod executive creative
director. "This issue is especially relevant to our home town of
https://www.cnn.com/2018/05/11/us/chicago-gun-share-program/index.html
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Related Article: In rural Illinois, o cials
are creating 'sanctuary' counties to
protect gun owners from new laws

Chicago, which has su ered more than most from the plague
of gun violence."

While visitors to the exhibit can't actually get a gun, they can
make a donation to the Brady Center and learn more about
the campaign's gun safety e orts. According to Samis, since
the Parkland school shooting in Florida in February, the Brady Campaign has advocated for three policy changes:
-- Extending background checks for all gun sales.
-- Banning assault weapons and high capacity magazines.
-- Passing extreme-risk protection order laws that allow courts to prohibit someone from owning a gun if they pose
a threat to themselves or others.
"We're grateful that this will raise awareness of this important issue and support our e orts to enact gun safety
reforms," Samis said.
The exhibit opened Thursday. It was scheduled to be open to the public until Wednesday, but Samis said it will
close Monday at 9 p.m. due to permitting issues.

https://www.cnn.com/2018/05/11/us/chicago-gun-share-program/index.html
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10 Ways Youth Can Engage in Activism
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Carlo Amador / CC YNC 2.0

Our countr ha a long hi tor of outh-led movement that rought a out
igni cant ocial change. Young people have advocated for child la or law ,
voting right , civil right , chool de egregation, immigration reform and LG T
right . Through their action , the world ha changed. ecau e oung people
https://www.adl.org/education/resources/tools-and-strategies/10-ways-youth-can-engage-in-activism
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often have the de ire, energ and ideali m to do omething a out the inju tice
the

ee in the world, the are powerful agent for change.

Our work in education help

tudent examine implicit and overt form of

ia and di crimination and a a re ult, educator often feel a re pon i ilit to
provide tudent with the tructure, opportunit and tool to do omething
a out the inju tice the
anger, adne

ee in the world. Tran forming tudent ’ feeling of

and hopele

ne

into concrete action that can make the

world etter i a vital teaching opportunit . Voting i one wa to get our voice
heard ut there are a m riad of wa

oung people can make difference.

elow are idea for ringing ocial activi m into the cla

room and out ide of

the chool wall . The e are lifelong kill and attitude that teach tudent
a out citizen hip and that there i

omething ou can do when faced with

inju tice. The trategie can e acted upon individuall , organized together a
a group and oung people can join with a larger effort that i taking place
locall or nationall . The tactic al o ring opportunitie for tudent to read,
write, re earch, think criticall and talk with each other.

1. ducate other
A

tudent learn a out an i

ue the care a out, their natural in tinct i to

hare their new knowledge and in ight with other . ncourage thi
providing live and online opportunitie for them to teach other , including
their cla

mate , ounger tudent and adult in their live . Thi can include

chool a

em lie , communit forum , teach-in , peer-to-peer program and

ocial media forum . Include opportunitie to hare the information in
intere ting wa

(written, art, theatre, etc.) and the

hould al o give other

tudent the chance to explore their own thought and feeling a out the
topic . Youth who want to know more ma

e more likel to learn from

another oung per on.
https://www.adl.org/education/resources/tools-and-strategies/10-ways-youth-can-engage-in-activism
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2. Advocate for legi lation
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Change come a out in a variet of wa

and one of the e i through

legi lative change. For example, the primar advocate for the DR AM Act
have een oung people known a the DR AMer , who have a per onal
inve tment in the i

ue. With our tudent , provide opportunitie for them to

Civil
Right
learn a out the hi tor and impact of legi lative change like the Civil
CivilRight
Right
Act
of
1964
Act
Actof
of1964
1964.
1964 Help them anal ze propo ed legi lation in relation to their goal
and a

e

the extent to which it will have an impact. The can tud re earch

that examine the extent to which legi lation impacted inju tice. Have
tudent pu h for legi lation

working with other group with imilar goal ,

writing
letter
uilding coalition and writing
writingletter
letter to their legi lator to advocate for
peci c local, tate and federal law .

3. Run for office
tudent government provide a chance for tudent to have a po itive impact
in their chool and learn a out how government work on a mall cale. It
give

outh the experience to re ect on and con olidate their own po ition

on important chool i

ue , learn how to communicate tho e po ition , uild

relation hip with other and ecome a good li tener in under tanding
con tituent (i.e. other tudent ) need . It i al o good practice for the future in
getting involved in politic . lected po ition are not the onl wa to get
involved; tudent can al o ecome involved in group like the Ga - traight
Alliance (G A), peer
peer
peertraining
training
training or other ta k force that are working to improve
their chool.

4. Demon trate
Marching in the treet ena le

tudent to expre

and connecting with other people who feel pa

them elve while meeting

ionate a out the ame i

ue .

Demon tration and prote t can e uplifting and empowering and can help
tudent feel like the are part of a larger movement. In preparing to attend a
https://www.adl.org/education/resources/tools-and-strategies/10-ways-youth-can-engage-in-activism
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demon tration or prote t, have tudent con ider what their goal are in
attending the event and think through what me

age the want to conve .

The can create po ter , prepare ong or chant and practice
conve

their thought and feeling . The

m oli m that

hould con ider whether the want

to go individuall or organize a group of tudent from their chool to go
together, make tran portation arrangement and en ure that afet concern
are addre

ed.

5. Create a pu lic awarene
There are man wa

campaign that include

ocial media

to develop or participate in a pu lic awarene

campaign ducating people a out an i

ue in order to in pire change can take

place in chool, in the communit and online. Creating ign and po ter
u ing art and photograph can e ver effective a can video and live
peeche ; the e are all u eful kill that oung people can learn. In recent
ear , the u e of ocial media to rai e pu lic awarene
driven

ha

oung people and i a u eful vehicle for rai ing i

een largel
ue and effecting

change. The u e of log , ocial media ite like In tagram, Twitter and
napchat, video , meme and online petition are ju t a few example of how
word travel fa t online and can incite quick and effective action.

6. Do a urve a out the i ue and hare the re ult
Under tanding what people think and wh i helpful in ringing a out ocial
change. tudent can learn more a out pu lic opinion on i
participating in urve

ue

them elve and al o reading a out them. The can

al o create their own urve

. U ing paper urve

or online
online
online urve
urve
urve , tudent

can gain in ight into how other tudent in their chool or the larger
communit feel a out an i
addre

ue. Thi i u eful in organizing other and

ing their concern and need ; at the ame time it uild math, critical

thinking and interper onal kill .
https://www.adl.org/education/resources/tools-and-strategies/10-ways-youth-can-engage-in-activism
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7. Rai e mone

Rai ing mone i a concrete wa for tudent to contri ute to communit or
national effort to addre
local i

inju tice. From organizing a ake ale around a

ue to fundrai ing on a larger cale for a national concern like racial

di paritie in the criminal ju tice

tem, rai ing mone help

tudent feel

like the are part of omething igger and ack the cau e. Fundrai er can
include elling item , auction , entertainment, pon oring event and more.

8. Write a letter to a compan
tudent can reach out to companie or organization that the feel have done
omething unfair or ia ed. Thi i

omething do-a le that can make a

difference. For example, if tudent want to change the wa
u e gender role tereot pe to package and ell their to

to companie

or game , have them

write letter to to or video game companie and explain wh the think their
practice are ia ed. In crafting a well-written letter with evidence and a clear
tatement of what need to change, tudent learn u eful kill in per ua ion
and at the ame time, it ha a made a difference.

9. ngage in communit

ervice

In addition to organizing and advocating on a large cale, tudent
encouraged to engage in communit

ervice on i

hould e

ue the care a out. For

example, if the are concerned a out the tereot pe and violence directed at
homele

people, in addition to advocating for legi lation or attending a

demon tration, tudent can al o donate their time to help out in a homele
helter or oup kitchen. erving the people who are directl impacted give
oung people r thand knowledge of the ituation, deepen their
under tanding and uild empath .

10. Get the pre

involved

https://www.adl.org/education/resources/tools-and-strategies/10-ways-youth-can-engage-in-activism
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Help tudent under tand that ringing pu licit to their i
me

ue ampli e the

age, get more people concerned and potentiall ha a greater

impact. The can write a pre

relea e, do an interview, write an op-ed in their

local paper or invite a reporter to ee what the are doing and write omething
a out it. Thi

harpen their own me

age and erve to ring that me

age to

a larger group of people.

ANTI IA

DUCATION

R LAT D TO THI R

OURC

TOOL AND TRAT GI

Helping tudent Make en e of New
ANTI IA

torie a out ia and Inju tice

DUCATION

YOU MIGHT AL O LIK ...

https://www.adl.org/education/resources/tools-and-strategies/10-ways-youth-can-engage-in-activism

6/8

4/30/2019

10 Ways Youth Can Engage in Activism

TOOL AND TRAT GI

K le Korver, Privilege and Raci m
ANTI IA

DUCATION

RAC & RACIAL JU TIC

TOOL AND TRAT GI

Moving from afe Cla room to rave Cla room
ANTI IA

DUCATION

https://www.adl.org/education/resources/tools-and-strategies/10-ways-youth-can-engage-in-activism

7/8

4/30/2019

10 Ways Youth Can Engage in Activism

TOOL AND TRAT GI

Gillette’ New Ad: ‘The e t Men Can e’
ANTI IA

DUCATION

D O N AT E

Find Your Local ADL

© 2019 AntiDefamation League. All right re erved.

https://www.adl.org/education/resources/tools-and-strategies/10-ways-youth-can-engage-in-activism

8/8

4/30/2019

The 9 Major Research Areas in Social Psychology

MENU

THEORIES

SOCIAL PSYCHOLOGY

The 9 Major Research Areas in Social
Psychology
By Kendra Cherry
Updated March 13, 2019
Share

Flip

Email

Article Table of Contents
Social Cognition
Attitudes
Violence and Aggression
Prosocial Behavior
Prejudice and Discrimination
VIEW ALL

https://www.verywellmind.com/research-areas-in-social-psychology-2795913

1/12

4/30/2019

The 9 Major Research Areas in Social Psychology

Mitchell Funk/Getty Images

There are numerous topics that social psychologists investigate in their research. Many of
these subjects are related to social in uence, social perception, and social interaction.
Here are just a few of the major areas of interest within social psychology.
Advertisement

Advertisement
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Social Cognition
Social cognition is concerned with the processing, storage, and application of social
information. This research area is closely related to the

eld of cognitive psychology, a

research area focusing largely on the concept of schemas. Schemas are our general ideas
about the world, how things are, and how things work. These mental shortcuts allow us
to function without constantly stopping to interpret everything around us. We also
develop associations between related schemas, which plays an important role in the
thought process and social behavior.
https://www.verywellmind.com/research-areas-in-social-psychology-2795913
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Attitudes and Attitude Change
Another major research area in social psychology involves the study of attitudes. Social
psychologists are interested in the components of attitudes, how attitudes develop, and
how attitudes change. Researchers have described three core components of attitude: an
e ective component, a behavioral component, and a cognitive component. Often referred
to as the "ABCs of attitude," these elements describe how we feel, behave, and
understand.

Violence and Aggression
What causes violence and aggression? Social psychologists are interested in how and why
people engage in violence or act aggressively. Research in this area looks at numerous
factors that may cause aggression including social variables and media in uences.
Researchers often look at the role social learning plays in producing aggressive behaviors
and actions.

Prosocial Behavior
Prosocial behavior is another major research area in social psychology. Prosocial
behaviors are those that involve helping and cooperating. Researchers often look at why
people help others, as well as why they sometimes refuse to help or cooperate. The
bystander e ect is an example of a social phenomenon in the subject area.
Advertisement

Advertisement
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Much of the research in this area was prompted by the murder of a young woman named
Kitty Genovese. This case captured national attention when reports revealed that
neighbors had witnessed her attack and murder, but failed to call the police for help.
Research inspired by the case produced a great deal of information on prosocial behavior
and how and why people choose—or sometimes refuse—to help others.
Advertisement

Advertisement
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Prejudice and Discrimination
Prejudice, discrimination, and stereotypes exist in any social group. Social psychologists
are interested in the origins, causes, and e ects of these types of attitudes and social
categorizations. How does prejudice develop? Why are stereotypes maintained in the face
of contrary evidence? These are just a few of the questions social psychologists seek to
answer.

Self and Social Identity
Our perceptions of social identities and ourselves are another important research area in
social psychology. How do people come to know and understand themselves? How do
these self-perceptions a ect our social interactions? Social psychologists are interested
in learning more about how this inner life in uences our outer lives and social world.
Self-awareness, self-esteem, self-concept, and self-expression are just a few of the
factors that in uence our social experience.

Group Behavior
The behavior of groups is one of the largest research areas in social psychology. Most
people realize that groups tend to behave di erently than individuals. These group
behaviors are sometimes bene cial and positive, but they can also be detrimental and
negative. Social psychologists often look at topics such as group dynamics, leadership,
group decision making, con icts, cooperation, and group in uence.

Social Inﬂuence
Social psychologists are also interested in the role that social in uence has on behavior
and decision making. Topics such as the psychology of persuasion, peer pressure,
conformity, and obedience are just a few of those studied in this area of social
psychology. Research has helped reveal the power of social in uence and has uncovered
ways to help people resist in uence.

Interpersonal Relationships
Social relationships play a major role in shaping behavior, attitudes, feelings, and
thoughts. Social psychologists study how these interpersonal relationships a ect people
by looking at the attachment, liking, love, and attraction. How close relationships a ect

https://www.verywellmind.com/research-areas-in-social-psychology-2795913
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individuals, how important interpersonal relationships are, and what causes attraction
are just some of the areas social psychologists look at in depth.
Was this page helpful?
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Art Examples for Curriculum
Unit 1 Lessson 1 – Monochrome WorkBook Collage (p.376)
Unit 1 Lesson 2 – Woven Tapestry (p.377
Unit 1 Lesson 3 – Spray Paint Portrait (p.378)
Black Layer: Black represents power and strength
Lamar's work brings power to those who listen to it, his work also works with issues of racial
equality, stereotypes, and social injustice
Blue: Honesty, Wisdom, Calm
He has the wisdom and honesty to bring the issues that others are scared to talk about
Gold: Achievement, Victory
His work has brought his fame and fortune, he works hard for his music

Unit 1 Lesson 4 – Significant People Group Mural (p.379)

Each woman has and is shaping politics today, bringing justice and challenging injustice in America
today. The sunflowers are representative of them weathering out the storm, as women, as women
in politics, and just fighting for equality for all. This would be just a general plan for a full scale
mural, an example to show students how they should go about choosing people to depict

Unit 2 Lesson 1 – Motivational Ceramic Sculpture (p.380)
Unit 2 Lesson 2 – Tattoo Flash Sheets (p.381)

Top Left: Peony as main body with spirea and lavender as fluff. The peony is representative of good
fortune and compassion. Lavender and spirea are two florals that I grew up with. Lavender bushes
frame the front of our house and make my dad's allergies go crazy. Spirea bushes live by our
garage, where my brother and I would play when we were young. Pulling up into the spirea bushes
means I'm home.
Top Right: Boxing gloves are representative of my fight with mental health issues and fighting for
those who don't have a voice. The boxing gloves would be bright red and be framed by the phrase
"Braved and Bruised"
Bottom Left: Fruit bats are misunderstood and endangered creatures. I just would like a traditional
tattoo featuring my favorite animal, an animal most think are gross but I think are adorable and
sweet.
Bottom Right: I would incorporate the earth symbol into a traditional snake, the earth symbol
representing being grounded. Snakes are also beautiful misunderstood creatures and are a symbol
of rebirth and healing.

Unit 2 Lesson 3 – Song Collage (p.382-385)
DNA - Kendrick Lamar
The Schuyler Sisters - Hamilton
My Shot – Hamilton
Change Your Mind – Steven Universe
Unit 2 Lesson 5 -Idealized Portraits (p.386)
Unit 3 – Wearable Social Issue Sculpture (p.387-390)
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(8) nick cave sound suit - YouTube
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FILTER

A Live Performance of Nick Cave's Soundsuits Vogue
Vogue

23K views • 4 years ago

On Saturday, the Chelsea-based Jack Shainman Gallery unveiled its latest
outpost, The School, in Kinderhook, with a live ...
1:17

Nick Cave's Soundsuits
PBS NewsHour

181K views • 7 years ago

Nick Cave's Soundsuits in action. For more arts coverage, visit Art Beat:
http://www.pbs.org/newshour/art/

0:54

Nick Cave Brings Art, Sculpture to Life With
'Soundsuits'
PBS NewsHour

36K views • 7 years ago

Chicago artist Nick Cave says he has always been fascinated with items
cast off by other people. The Missouri native and his ...
5:23

CC

Nick Cave - Art in Motion
USAArtists • 271K views • 11 years ago
What happens when textiles meet modern dance all dressed up in a
"Sound Suit?" Enter the world of Mr. Cave and contemplate ...

1:50

Nick Cave Soundsuits Performance at Denver
Art Museum (Full Length)
Denver Art Museum • 24K views • 5 years ago
The DAM and renowned contemporary artist Nick Cave hosted a dance
performance on June 28, 2013. The event featured Cave, ...
1:52:03

Meet The Artist: Nick Cave on "Soundsuit"
Smithsonian American Art Museum • 6.5K views • 1 year ago
Artist Nick Cave discusses creating his rst Soundsuit in 1992 in response
https://www.youtube.com/results?search_query=nick+cave+sound+suit
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